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ABSTRACT 
 
Reading for Academic Purposes: Techniques and Strategies to help Angolan ELT 
Students at ISCED-Benguela enhance their Reading Skills. 
 
António Lolino 
 
This paper examines academic reading difficulties Angolan second year ELT students 
have at ISCED (Instituto Superior de Ciências da Educação) in Benguela and focuses on 
a variety of reading strategies and techniques as well as models for reading materials to 
help improve academic reading skills. Finally, it recommends the use of appropriate 
reading strategies and techniques, materials, and the adoption of a more student-centred 
approach in teaching reading to encourage the development of a reading culture for 
academic purposes. 
 
KEYWORDS: Academic reading, reading strategies and techniques, reading materials, 
reading skills, Angolan ELT students. 
 
RESUMO 
O presente trabalho examina as dificuldades da leitura académica dos estudantes do 
segundo ano de Didáctica do Inglês no ISCED (Instituto Superior de Ciências da 
Educação) de Benguela e foca numa variedade de estratégias e técnicas de leitura assim 
como textos modelos para melhorar as competências da leitura académica. Finalmente, 
o mesmo recomenda o uso de métodos apropriados no ensino da leitura para incentivar 
o desenvolvimento de uma cultura de leitura para propósitos académicos. 
 
PALAVRAS-CHAVES: Leitura académica, estratégias e técnicas de leitura, textos de 
leitura, competências de leitura, estudantes angolanos da Didáctica do Inglês. 
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INTRODUCTION 
Citizens of modern societies must be good readers to be successful. Reading 
skills do not guarantee success for anyone, but success is much harder to 
come by without being a skilled reader. (Grabe, 2009:5) 
Paying careful consideration to the quote above, our common sense tells us that 
any person living in today´s society and maintaining social interactions in varied 
domains may be subjected to experience a kind of illiteracy threat as a result of lacking 
reading abilities.  
When we first start thinking about reading, we may regard it as an activity that 
has to do with understanding written texts, which is not the only case. The concept of 
reading, according to Pang et al. (2003:6), entails a complex and interactive process 
elaborated through word and/or symbol recognition and comprehension that involves 
both perception and thought. The ability to read opens up new worlds and opportunities. 
It enables us to gain new knowledge as well as read for pleasure, and do other things 
that are elements of modern life, such as reading academic texts, newspapers, emails, 
the Internet, instruction manuals, maps and other sources of information. For these 
reasons, people expect to read in many different settings varying from informal to 
formal ones, which in turn determine the kinds of reading genres, their purposes and the 
strategies to be employed in reading. 
Reflecting on the complexity of reading as a process and as a skill, many 
scholars have been led to conduct researches, explore classroom practices and 
participate in debates in this respect to support the use of a balanced approach in 
instruction, in order to help students read more effectively in academic environments. 
Academic reading is a crucial element mostly for higher education. It is probable that 
students may have been guided and supported by teachers in the previous levels of their 
studies, but at the university level there are greater expectations and requirements, 
which should lead to wider and more independent reading.  
Considering the perspectives mentioned above, this work focuses on exploring 
reading problems Angolan students of English Language Teaching (ELT) have at 
Instituto Superior de Ciências da Educaçao (ISCED)-Benguela, and suggests techniques 
and strategies to help them overcome those problems. 
The students in question learnt English in the context of English as a Foreign 
Language at schools or/and in language centres, and they are training to be English 
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teachers in secondary schools. Their age range varies from 20 to 35, with mixed 
language abilities ranging from Intermediate to Upper Intermediate levels equivalent to 
B1 to B2 on the Common European Framework of Reference (CEFR) levels. They 
interact with reading texts in English in a set of subjects they have during their course 
such as Psycholinguistics, Phonetics and Phonology, Methodology, and Reading Skills. 
In these subjects, English is the language of instruction. 
Regarding the problem we intend to investigate in this work, two fundamental 
questions are raised:  
- Why can most Angolan ELT students at ISCED-Benguela not understand or 
interpret their reading materials well enough to avoid poor results in the main course 
subjects taught in English? 
- What can be done to help these students to read efficiently and achieve better 
results? 
The answers to these questions are vital to produce a number of possibilities to 
provide effective support for students in order to overcome their reading difficulties. 
Therefore, we intend to present some techniques and strategies based on theoretical 
foundations that can potentially be proved to work. Thus, the structure of the work has 
been arranged in three chapters: 
The first chapter will focus on the Literature Review i.e. the theoretical 
background beginning with a definition of reading. Next we will examine the nature of 
reading as a process as well as a skill, some theories of reading, the differences between 
reading in the first language and reading in a foreign language. In the following sections 
we will try to weigh up the more efficient techniques and strategies to improve the skill 
of reading for academic purposes. We will also look at what is meant by reading 
fluency, reading rate, and comprehension as well as a discussion on critical reading 
skills, and the methodological approaches to teaching such skills. 
The second chapter will be devoted to the Research Methodology used to 
investigate the students’ abilities in reading for academic reasons, and it will cover the 
questionnaire applied, the participants, the overview of the study and the methods used. 
The presentation of the outcomes as well as an analysis and discussion of the findings 
will be given and will be looked at in relation to the theories presented in Chapter 1. We 
 
  
3 
 
will also carry out an interview with teachers to gather some information on the students 
reading difficulties. 
The current “Reading Skills” course comprising four main units (Vocabulary, 
Comprehension, Interpretation and evaluation, and Basic study skills) taught in second 
year ELT classrooms at ISCED to help students with their readings in other subjects, 
will also be analysed and evaluated here. The aim is to question if the course meets the 
students’ needs or not, and also to measure the extent to which it can be effective for 
improving academic reading.  
The third chapter will consist of two sections: firstly, a description of the new 
reading materials developed according to the findings of the questionnaire and the 
theoretical review; secondly, the proposed implementation of new reading materials. 
This is followed by conclusions and some recommendations.  
With the findings of the present research we attempt to address the problem and 
answer the proposed research questions in order to give as many benefits as possible, 
both theoretical and practical, to teachers and students. Hence, the critical evaluation of 
current practice of the "Reading Skills" course (see Appendix A), which includes 
reading for academic purposes, and the proposed new materials will: 
a) provide the teacher of the "Reading Skills" course with a more solid 
theoretical background and with examples of practical activities involving 
techniques and strategies to apply in reading classrooms in general, 
and 
b) assist the students with more efficient and effective reading techniques and 
strategies, and provide reading materials that are more closely related and 
suitable for their course in order to boost motivation and build reading 
competency. 
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1. LITERATURE REVIEW 
This Chapter centres on the theoretical background to reading in support of the 
research into difficulties Angolan ELT students at ISCED - Benguela have in academic 
reading. It entails six main sections. The first section looks at the definition of reading, 
followed by a description of its nature in the second section, which includes the 
discussion on reading as process and as a skill. The third section examines three main 
theories of reading: skills model, psycholinguistic model, and the schema-theoretic 
model, with reference to their impact on teaching and learning reading skills; and 
section four looks at the differences and similarities between reading in the first 
language and reading in the second or foreign language. The fifth section covers the 
purposes of academic reading encompassing reading for instruction/learning, and 
information, reading genres i.e. types of texts involved in reading, some efficient 
reading techniques and strategies to improve reading skills, the relationship between 
reading fluency, reading rate, and comprehension, critical reading skills in academic 
contexts, and the significance of reading strategically. The last section gives a careful 
consideration to some methodological approaches applicable to teaching reading skills 
with regard to the selection of reading materials, the stages of a reading lesson, the 
teacher’s role in a reading lesson, and the assessment process in developing reading 
abilities. 
1.1. Defining reading 
Reading, in broad terms, can be basically understood as an activity involving 
perception of a written text to comprehend its content (Schmidt, 2002:443). An 
academic definition by Grabe (2009:5) underlines reading as a part of academic life that 
is expected to provide unlimited knowledge from informational written materials, 
including assignments or tasks necessary for the achievement of academic success. 
In other words, reading can be seen as an indispensable prerequisite for success 
not only in academic environments but also in today´s world in general. It can also be 
regarded as an interactive process that requires construction of the meaning of texts 
from printed symbols, which implies being actively immersed in the process to achieve 
reading comprehension as the elementary goal of reading. These definitions are a good 
clue to understanding the nature of reading examined in the following section for both 
reading teachers and students in this research context. 
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1.2. The nature of reading 
As is common knowledge reading appeared among humans only a few thousand 
years ago and since then, as Wolf (2007:3) proclaims, it has become an important 
device in many and varied contexts, reshaping the way we think and react to written 
symbols encountered on a daily basis. Obviously, this is due to many reading situations 
we are exposed to in modern societies such as the need for social realisation in general, 
and more specifically the academic field where demands for reading-based learning is 
much higher than in other situations. 
It is also important to mention that reading is not solely a skill we need to learn 
in order to understand contents in texts but also, as Wiener & Bazerman (1994:67) say, 
an interactive process that calls for an unceasing mental exercise that does not confine 
itself to recognizing words on a page but also to what the reader’s mind generates and 
apprehends from the ideas made up by those words. In addition, it is vital to remember 
that a reader is not an empty entity to absorb all information found in a reading text 
without associating it with the world they are familiar with. This idea denotes the need 
for a link between what is found in the text and the reader’s prior knowledge or 
experience, and the thought resulting from such a connection. For a better perception of 
how that link occurs, the following section introduces a discussion which will clarify 
this with while contrasting it with reading as a skill. 
1.2.1. Reading as a communicative process and Reading as a skill 
Being an active reader is a very important part of being a lifelong learner. It 
is also an ongoing task. Good reading skills build on each other, overlap, and 
spiral around in much the same way that a winding staircase goes round and 
round while leading you to a higher place. (Glencoe, 2002:R78) 
Drawing attention to the definition presented in section 1.1. and the quotation 
above, it is reasonable to refer to reading as a communicative process as well as an 
activity or a skill for the role it plays in communication and the ability most successful 
readers develop to learn from printed materials. 
According to Grabe (2009:16), there are a set of complex processes such as 
evaluative, strategic and comprehending, that deserve reflection in attempting to define 
reading depending on the reader’s purpose. However, despite the difference each 
process tries to introduce, Urquhart & Weir (1998:22) affirm that the chief target is to 
receive and understand information converted in language form through the medium of 
print. 
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Moreover, the reception and interpretation of information from printed materials 
implies interaction between the reader and the text by means of relating information in 
it to what the reader already knows (process involving techniques and strategies) 
projected to produce reading comprehension (product), which is the fundamental 
objective of reading. 
All in all, it is an imperative need for ELT teachers to help students in our 
context to realise how reading serves a communicative purpose in academic 
environments and become conscious of the fact that this purpose will only be effectively 
attained if the abilities to read are well developed and implemented according to their 
needs and purposes that are to some extent determined by tenets supporting the reading 
process.  
1.3. Theories of reading 
Alderson (2000:16) says that research on the reading process has increasingly 
been the centre of attention for many experts to understand its governing tenets and 
their views on reading and a number of theories have been presented to explain how the 
reading process works. However, in this paper we are drawing attention to three 
fundamental theories: the skills, the psycholinguistic, and the schema-theoretic models, 
to examine their similarities and dissimilarities, and to determine whether they are 
markedly different or stand for a general theory of cognitive development specially 
applied to reading. We are referring to the theories as models to particularly represent 
the psycholinguistic processes as crucial elements involved in the interpretation and 
comprehension of written materials by the human mind. 
1.3.1. Skills model 
The traditional interpretation of reading according to Sheridan (n.d:66) 
influenced the teaching of reading by separately defined comprehension skills in a 
logical and sequential order aiming to develop comprehension of materials in print. This 
model views reading as a bottom-up processing approach. And clarifying this, Alderson 
(2000:6) says that this kind of processing deals with recognition of letters and words 
from left to right to decode the meaning and the relation to other words in the sentence 
leading to text comprehension. Furthermore, Alderson relates bottom-up processing 
model to behaviourism and to phonics model of teaching reading, which emphasises the 
recognition of group of letters before one can read words. The perspective it stands for 
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is grounded on the traditional perception of the passivity of the reader towards the 
printed symbols, and this assumption is noticeably refuted by psycholinguistic theorists 
since it tends to regard the reader as an empty entity and reading as a linear, mechanical 
activity. 
1.3.2. Psycholinguistic model 
Opposing the view of passivity of the reader in the bottom-up model, this one, as 
stated by Alderson (2000:17), is a conceptually driven model where the emphasis is on 
prediction of meaning. It sees the reader as an active agent who brings contributions to 
what is read by means of using strategies and techniques like guessing and predicting 
basing on the reader’s existing knowledge and experience about the reading topic. In 
addition, Goodman (1982) influenced by this view, looks at reading as a 
psycholinguistic game which implies readers interaction with words and ideas they find 
in texts and the adjustment they make to what is already known in order to interpret and 
understand the contents better. In short, this model essentially points toward the reader´s 
use of prior knowledge and experience with language to get meaning from print (a top-
down model). 
1.3.3. Schema-theoretic model 
Considering the theories discussed above it is clear that the former focuses on 
recognition of words to construct meaning and understand texts, the latter defends 
contribution of the reader’s knowledge to the information in the text for better 
comprehension. However, it is to some extent difficult to separate the recognition of 
words from the knowledge or experience we have about the language, and the reading 
topic for effective interaction. Thus, a recent theory of reading ´the schema-theoretic 
model´ which underlines interaction between the reader and the text (interactive model) 
as Alderson (2000:18) explains, emerges to glue the gap left by the previous models to 
adequately characterise the reading process. The underlying assumption of the present 
model is that meaning does not exclusively lie in the print itself, but it interacts with the 
cognitive structure or schemata already present in the reader’s mind. So, it is fair to 
conclude that all elements involved in the reading process call for an interaction among 
themselves which leads to the parallel processing of information rather than the serial 
one. In here, both the linguistic input and the world knowledge are taken into 
consideration. 
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In other words, theories of reading can provide a range of necessary information 
to understand how the reading process works with regard to students’ behaviour 
towards the process, and how teachers should act on it. In the final analysis, these 
theories support ELT reading teachers to explore the most efficient methodologies from 
materials selection to the actual action taken in the classroom taking into account 
discrepancies between reading in one´s own language and in second or foreign 
language. 
1.4. Reading in L1 vs. reading in L2 or FL 
The issue of similarities and dissimilarities between reading in the first language 
(L1) and in the second language (L2) or foreign language (FL) depending on the context 
the language is learnt, and the influence one is likely to have on the other, needs a 
careful consideration starting from the fact that elements like linguistic knowledge, 
world knowledge, and the strategies used in reading, have a strong impact on how texts 
are comprehended. So, trying to introduce an examination of these elements, one 
important point made by both Carson, Carrell, Silberstein, Kroll, & Kuehn, 1990 and 
Upton & Lee-Thompson, 2001 (cited in Jiang, 2011) refers to the fact of reading in a 
second language not being a monolingual event; L2 readers use their first language 
knowledge and reading experiences as a resource to enhance their comprehension when 
they read. In point of fact, this is an evidence in most Angolan ELT students at ISCED-
Benguela. They tend to transfer their knowledge and reading habits from Portuguese to 
reading classes in English, which has been helpful in some way but also misleading in 
many circumstances because of the mismatches between the two languages. 
A particular L1 primarily differs from an L2 in linguistic terms, for example, 
morphology and syntax, and this difference is an important factor to consider in L2 
reading development. From this incompatibility Grabe (2009:130) assumes that L1 and 
L2 reading are dissimilar in many ways. He indicates three main differences: linguistic 
and processing differences, cognitive and educational differences, and sociocultural and 
institutional differences. The first differences have to do with the linguistic resources 
that L2 readers need for better comprehension because of starting interaction with 
reading materials later than those who have that L2 as their first language. This denotes 
less exposure to print and experience with the language for L2 readers, pointing toward 
cognitive and educational differences, poor linguistic background and lack of 
automaticity for processing information, which leads them to understand texts with 
 
  
9 
 
more effort. The third difference is based on the cultural contexts of the society in 
which a learner is integrated and the institutions where they develop their cognitive 
abilities through texts and experiences related to their culture. 
Summing up, L2 reading does not solely depend on the linguistic resources and 
the educational background of a learner, it is also influenced by the cultural contexts 
where a learner is expected to behave in a particular way; this fact places students in 
this study in a less favourable position since English is a foreign language for them and 
essentially used in the academic context. 
1.5. Academic reading 
Reading academically is a crucial element for students’ success. It differs from 
reading comics, novels, and magazines, for example, in many ways. 
In higher education there is a much greater expectation and requirement to read 
more independently and more widely than in the previous educational levels. Here, as 
Ruddell & Unrau (1994) cited in Schoenbach et al. (1999:38) say, the reader is required 
to produce a mental representation of the text, pay attention to divergences that arise as 
they interact with texts, monitor their comprehension, and draw on a range of strategies 
to readjust their understanding, and evidence their ideas, views, and opinions through 
critical thinking. On the contrary to these expectations and requirements, Hyland (1989) 
cited in Kral (1995:104) argues that many foreign language students at this level of 
education despite the immeasurable efforts they might invest in FL reading, most of the 
time face problems with interpretation of individual words in texts and the cultural-
based interpretations which potentially makes them feel less confident of the reading 
procedures they use. These difficulties are more likely to stem from the fact that FL 
reading classes are often used to improve learners’ linguistic competence rather than 
developing their reading skills as such. Thus, Hyland goes on to say that teachers should 
do their best to drive students towards independent and efficient academic reading by 
making reading tasks clearer and more interesting, and helping them to focus their 
efforts on specific purposes i.e. adjusting their reading strategies to purpose. However, 
it is vital to remember that these strategies do not simply develop naturally from 
intensive reading effort; they need a great deal of tasks and practice of skills as well as 
exposure to a huge range of print in FL reading classes. Thus, making an effort to assist 
our students, some reading materials will be designed to help them through tasks and 
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intensive practice, to explore the reading strategies they are expected to master and 
under these circumstances their reading purposes will be more rapidly accomplished.  
1.5.1. Purposes of academic reading 
Reading is a purposeful activity. Purpose represents a crucial element for 
guidance in reading to help determine the choice of reading materials and appropriate 
strategies to apply, so that the reading goal is successfully attained. 
Grabe (2009:8) points to many purposes for reading; among them we refer to 
reading for pleasure, entertainment, reading for learning or instruction, and reading for 
information. However, in this work, we will predominantly focus on the two last ones, 
which in our view, are more closely related to academic reading.  
1.5.1.1. Reading for instruction/learning 
In academic contexts, reading is strongly connected to learning or instruction. It 
is a significant academic activity through which students look for information needed 
for their studies or necessary to be used as a tool to solve a problem. Reinforcing this 
statement, Carver (1992a), Enright et al. (2000) cited in Grabe (2009:9) claim that this 
type of reading is done intensively and carefully in the way that content is expected to 
be absorbed in detail so as to enable its effective recall. A very practical example of this 
in the ELT context is when students read for assignments and examinations. 
On the other hand, as reading is not confined to being aware of linguistic 
elements if the intention is to comprehend, reading for learning or instruction also 
involves the skills of thinking critically. Critical thinking skills, according to Facione 
(2000:61), have to do with the abilities to think reflectively on situations in search of 
possible solutions. In reading, these skills are used to evaluate, select, synthesize, and 
integrate information into the knowledge the reader is already familiar with. However, 
this does not block the possibility of learning from reading for general comprehension, 
but the chance of meaningful interaction between the text and the reader here is 
reasonably low due to the FL-related factors like the sociocultural component which is 
influential to reading fluency. 
1.5.1.2. Reading for information 
In academic contexts students are generally required not only to read for 
information they are expected to have in order to deal with their course of study but also 
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they can read other related information to enlarge their knowledge background which is 
an important support to help them understand the world around them. According to 
Guthrie (1988) and Guthrie & Kirsch (1987) cited in Grabe (2009:8), the way we read 
for information involves both the skills of skimming and scanning that allow us to 
search for information efficiently. The former as Wallace (1980:27) affirms, is to get an 
overall impression of what is read and the latter is to locate specific information for a 
particular question, for example. These skills can be applied either combined or isolated 
in relation to each other, depending on the demand or relevance of the reading content 
to the reader. 
Both the above purposes of reading are essential in the context under study and 
as a result they need to be focussed on in some detail when the course materials are 
designed. Moreover, given these points, a concern about the structure of reading texts 
can substantially impact the way ELT students will read different materials. 
1.5.2. Reading genres 
The interest in describing the rhetorical structure of different text types is firmly 
connected to the continuous need to improve reading strategies. If we consider the 
definition of genre by Richards & Schmidt (2002:244), it is sensible to understand that 
reading genres refer to types of discourse that take place in written texts with typical 
characteristics and principles of organization reflecting a specific function of 
communication. Some examples are romantic novels, academic papers, scientific 
reports, newspaper articles and textbooks, each with an appropriate style of presenting 
information. 
In an attempt to understand the relevance of being familiar with different reading 
genres, the following quotation from Alderson emphasises its significance from the 
viewpoint of cognitive psychology. 
Knowing how texts are organized – what sort of information to expect in 
what place – as well as knowing how information is signalled, and how 
change of content might be marked – has long been thought to be of 
importance in facilitating reading. (Alderson, 2000:39) 
Bearing in mind the fact that comprehension depends on the reader’s ability to 
relate what is being read to a known pattern or schema, this quotation influences us to 
believe that assisting the reader to correctly identify and organise information into a 
predictable structure through the knowledge of genres provides a kind of structure 
scheme that supports quick evaluation of a text, which in turn increases students’ 
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skimming and scanning abilities. In short, knowing text genres will help our research 
population to familiarise with different text types which will enable them to identify 
suitable materials for their context from which they will select appropriate strategies to 
apply while reading. 
1.5.3. Efficient reading techniques and strategies 
Academic reading requires efficiency on the part of students to cope with loads 
of substantial materials in their area of study. It differs from the kind of reading we do 
for pleasure or entertainment. 
Applying an appropriate and effective reading technique or strategy is one of the 
most difficult challenges students face at all levels, given the fact that reading styles 
vary from person to person. Depending on the purpose, Wallace (1980:9) stresses that 
no single reading technique or strategy is applicable to all materials. The reading 
purpose is what defines the reading techniques needed for reading success. Therefore, 
students should choose the style of reading that best suits their task. 
There are many reading techniques and strategies but we are focusing attention 
only on some of them at this point, such as skimming, scanning, intensive, and 
extensive reading, for the reasons mentioned below. 
1.5.3.1. Skimming 
Efficient readers approach every reading task with a clear purpose and with 
flexibility to adjust reading strategy to the purpose at hand. Skimming is a quick reading 
strategy of glancing through a text to find its general idea. In skim reading we quickly 
take the main idea of the content we read, without absorbing or looking at every word in 
the text. That is, we get the gist of what is written. Furthermore, according to Reading & 
Study Skills Lab (n.d) skim reading is a more text-oriented form of surveying which 
involves recognising the parts of a text with the most important information such as 
titles, subtitles, introduction, headings, subheadings, words in special print, visuals, first 
and last paragraphs, conclusion, that often provide valuable background, summarising, 
or concluding information. 
This reading technique is a valuable resource for reviewing materials in 
academic studies to determine whether they really provide relevant information to our 
study purpose. (For some information on classroom approaches to teaching skimming 
see Appendix B) 
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1.5.3.2. Scanning 
Similar to skimming in process but different in purpose, scanning is an efficient 
technique used to find a particular piece of information rather than general impression, 
without having the need to understand the rest of the text. This technique involves 
looking down and around a page quickly and efficiently searching for specific 
information we need. It is useful for finding a specific name, date, statistical number, 
fact, or detail without reading the whole text. And so, during scan reading we should 
use peripheral vision instead of focusing only on the logical sequence of the text. 
From the methodological viewpoint of teaching scanning, Karl (1995:108) 
outlines five practical classroom approaches (see Appendix C), and he suggests that 
scan reading exercises should be time-competition-based, since it requires students’ 
quick responses and thus trains them in reading quickly. 
1.5.3.4. Extensive reading 
Reading extensively means reading in quantity, principally in works of 
literature. In societies where extensive reading is encouraged, people tend to gain the 
culture of reading as much as they can for enjoyment or pleasure in their first or official 
language in which reading materials are accessible in large quantities with regular 
frequency. Some examples of these materials are novels, newspapers, and magazines. 
According to Richards (1998:8), reading research reveals that many other terms 
like abundant reading, free reading, wide reading, and supplementary reading, have 
been used to refer to extensive reading, mainly in foreign language pedagogy, to mean 
reading rapidly in quantity for pleasure. Giving emphasis to this statement, Grabe 
(2009) seems to agree with Richards as he expresses his ideas as follows: 
The ability to read texts for long periods of time is a hallmark of fluent 
reading. No other set of reading activities or reading practice can substitute 
for reading a longer text with reasonable comfort and without needing to stop 
constantly, and without feeling fatigued or overwhelmed. (Grabe, 2009:311)  
In this kind of reading, the reader’s attention is more centred on the content 
rather than the language of the text. 
Extensive reading as Richards, Platt & Platt (1992:133) explain, was coined as a 
term to refer to a kind of reading expected to help foreign language learners to develop 
a liking for reading in the target language and consequently expand their language 
knowledge. Contrary to reading for academic purposes, it does not seem to meet 
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students’ needs in content areas, since the intention is not primarily to expand the 
knowledge of the target language but the knowledge of a specific area. This being so, 
devoting careful attention to intensive reading would be more significant to the research 
carried out in our particular context.  
1.5.3.3. Intensive reading 
In academic contexts, reading intensively is the greatest requisite for success. 
The teaching of content areas makes reading a more flexible, interactive and reflective 
process that involves a bond between reading strategies and techniques, and the critical 
thinking skills for better exploration of contents to construct meaning. 
Regarding the definition of intensive reading, Richards & Schmidt (2002:194) 
refer to it as a kind of reading done slowly and demanding a higher level of 
understanding information; González (2011:35) also says it is a language teaching 
strategy to make students develop their reading comprehension ability and the 
understanding of concepts. 
Studying content areas in a foreign language creates a tendency for students to 
use the same language they find in textbooks or other reading materials to construct 
their meanings. That is to say, students are likely to consume ideas or concepts in a 
literal way, which implies the absence of critical reflection as a limitation grounded on 
the lack of language fluency. Furthermore, in the view of González (2011:48), he 
perceives this behaviour as an effect not only produced by the language level but also 
other factors like the lack of reading strategies and techniques, the mismatch between 
the learners’ needs, the relevance and authenticity of the materials used, and the 
instructional design of the lessons. 
Academic intensive reading implies recognizing, deciphering and constructing 
meaning from texts so as to make students be capable of giving descriptions, 
explanations and clear illustrations of concepts. On the other hand, particularly speaking 
about students aiming at developing reading abilities with content areas in a foreign 
language, like the Angolan second year ELT students, both the content and the language 
will contribute to develop their skills in the area of study as well as the language of 
instruction.  
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1.5.4. Reading fluency, reading rate, and comprehension 
Reading is a very complex and challenging process, and even intimidating to 
many FL and L2 readers who see reading fluency as something that is still far from 
being achieved. But it is a pleasurable and rewarding process for L1 readers who 
confidently read any written materials at a good pace without any apparent effort. 
Reading fluency is the main device for many successful readers in academic 
contexts. In addition, Grabe (2009:289) mentions that it is chiefly characterised by four 
features: automatic recognition of words, quick reading and good comprehension level, 
the reading rate varying between 250–300 words per minute, and reading in quantity for 
long periods of time in a relaxing environment. On the contrary to L1 readers, these 
characteristics are very rarely noticeable in FL and L2 readers who need to use the 
language as a tool for acquisition of knowledge and skills in academic settings. 
Regarding the FL and L2 students in advanced levels of education, Grabe 
(2009:290) basing on reading research says that they can be successful in 
comprehension tests if enough time is given to cover all the questions. However, the 
lack of fluency in reading which results in low level of information processing is also 
evident. 
If we carefully analyse the paragraphs above, we can see the FL and L2 readers 
are at a disadvantage, compared with the L1 readers, for they lack fluency though they 
might have some reasonable degree of comprehension which may probably be the result 
of their L1 background knowledge, experience, and L1 reading skills transference to the 
FL reading contexts. However, we think that one way to help these students reach a 
good level of reading fluency is to expose them to a large number of reading tasks, and 
familiarise them with a set of effective reading strategies and techniques, more 
especially, those involving critical thinking skills - the abilities to think logically in 
rational and flexible ways through reasoning or reflections - including critical reading 
skills which we will talk about in the next section. 
1.5.5. Critical reading skills 
Critical reading has an important role to play in reading for academic purposes 
as it involves understanding concepts or ideas from what we read. In accordance with 
this, Richards & Schmidt (2002:134) say that it encompasses reacting critically to the 
reading contents by means of connecting the information with our own background 
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knowledge, experience, values, attitudes and beliefs to check its consistency and 
relevance. 
Using a body of critical reading strategies helps readers to get the most out of 
what they read i.e. comprehension becomes clearer and more solid. These strategies 
entail previewing, analysing, identifying, evaluating, summarising, making inference, 
drawing conclusions and predicting outcomes, generalising, and the SQ3R strategy 
which stands for Survey, Question, Read, Recite, and Review (see section 1.5.5.9 below) 
– all regarded as highly effective for active reading. 
1.5.5.1. Previewing 
The term previewing, from its word parts, clearly suggests seeing something in 
advance. That is, as Wiener & Bazerman (1994:78) say, a strategy used to look ahead to 
the information we read without covering it in detail, to have an idea of what the 
reading selection is about and see if it connects with our reading need and purpose. Still, 
they go on to say that the previewing strategy can be carried out in different ways. We 
can preview a reading selection from its component elements such as titles, subtitles, 
introduction, headings, subheadings, words in special print for example, italic, 
underlined, words in bold and so on, visuals, first and last paragraphs, conclusion, 
questions that come after the selection and the summary or conclusion. We can also 
preview long works, for example a text book. This is done by looking at the different 
parts such as title, table of contents, introduction or preface, conclusion, index, glossary, 
appendix and the bibliography. 
Paying special attention to these elements before we actually start reading is a 
valuable strategy that makes reading more focused, which consequently results in more 
effective reading comprehension.  
1.5.5.2. Analysing text structure 
Academic texts reflect how writers shape their ideas depending on the subject 
and the intention of the writing i.e. the purpose that leads them to write for a specific 
audience or group of people. 
Texts structure, generally recognized in the patterns of their paragraphs which 
are the basic units of thought in texts, Wiener & Bazerman (1994:168) point out that 
they are helpful hints to understand what the writer wishes to convey. Furthermore, they 
have identified five basic texts structure: 
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1. Ordering of ideas – this structure includes chronological order, place order, 
and the order of importance. 
2. Listing of details – in this structure the text is based on details and facts that 
are not developed. For example, the paragraph above on elements to preview in 
reading selections and textbooks (see 1.5.5.1). 
3. Classification – here the text information is organised into categories or 
classes of details from the reading topic, and it also presents similarities among 
details of the same category, and dissimilarities among those belonging to 
different categories. 
4. Comparison and contrast – this structure shows how an object is similar to 
another and how they differ from one another. 
5. Cause and effect – it looks at why something happens and its result or 
feedback. 
One thing we should consider is that not all texts are one-structure-based. 
Writers may insert a structure inside the other, but generally, you can find out the main 
pattern that will guide you to understand the writer´s intention with that particular piece 
of information. 
1.5.5.3. Identifying main ideas and supporting details 
Finding main ideas and details in academic texts is a crucial strategy to save 
time for critical thinking and the best way to internalise the contents. 
As paragraphs contain units of thought related to a topic, each sentence provides 
an idea which is necessary to build up the main idea in the paragraph and consequently 
in the text. Putting emphasis on this assertion, Wiener and Bazerman (1994:124) 
explain that the main idea in a text may be explicitly presented in the topic sentence 
which is usually found at the beginning and occasionally at the end of the paragraph, or 
simply implied in details and other hints. Once the reader discovers the main idea in a 
text, it is important to add details that sustain it so that additional information about the 
topic is provided. 
Some important techniques that readers need to be aware of in identifying the 
main idea are: look at the two first and the two last sentences if the text is a single 
paragraph, and look at the first and the last paragraph if the text includes many 
paragraphs. This is a good technique as it is economically time efficient and 
strategically effective for the identification of main ideas in texts. 
We believe that if students apply these strategies properly, they can benefit a lot 
from the readings they do, and therefore academic success is more likely to be achieved. 
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1.5.5.4. Evaluating ideas 
(…) effective reading is more than just understanding. You must be able to 
read in a critical way – which means that you have to evaluate ideas once you 
understand them. When you evaluate ideas, you judge the worth of what you 
read. (Wiener & Bazerman, 1994:269) 
Most of the time, academic reading selections present ideas or concepts in the 
form of statements based on facts and/or opinions about the subject of the discussion. 
In order to understand what evaluating ideas means as it involves critical 
thinking, according to the quotation above, it is necessary to clarify the distinction 
between fact and opinion. For Littell (n.d) “a fact is a statement that can be true by 
observation or by experiment”. Let us take the following example: ′the SQ3R reading 
strategy was coined by Francis Pleasant Robinson in 1946′ - this statement is a fact. It is 
something we know and does not need discussion; we can confirm it by checking the 
records. According to the Learning Express Editors (2011), “opinions are 
things believed to have happened, things believed to be true, things believed to exist”. 
One example for this is the following sentence: ′critical thinking should be one of the 
subjects for ELT students in Angola′ - this sentence is an opinion. It refers to what we 
think or believe, and most of the time without evidence. Though it is sometimes 
difficult to distinguish fact from opinion, what the reader needs to remember, as Littell 
(n.d) suggests, is to see whether there are or not evidences to prove the statement. 
Furthermore, Wiener & Bazerman (1994:269) point to some techniques to keep facts 
separate from opinions: 
1. While reading, locate expressions that hint at statements of opinion. Some of 
these expressions are frequency adverbs and probability words like 
sometimes, perhaps, most of the time used to limit an idea stating a fact to 
leave room for opinions. Examples of other words are: I think, I feel, I 
suggest, I believe, and so on. 
2. Check if the author is or is not credible before accepting an idea as a fact or 
agreeing with another as an opinion. 
3. From the author’s opinion, try to infer if it is possible to have a contradictory 
opinion. 
4. For statements of fact make sure there is enough evidence that supports it. 
 
These techniques can be very helpful for students to identify a fact statement or 
an opinion one, but the student’s frame of reference is also likely to influence the 
decision on whether a given statement is a fact, opinion or both.  
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1.5.5.5. Summarizing 
Very frequently students are requested to rewrite an extended piece of 
information into a condensed form as part of their assignments. This creates, among 
many students, the terror of failing to accomplish their tasks since summarizing 
involves writing, and so students’ writing difficulties might also limit their abilities to 
summarise what they have read and understood. 
Summarizing as defined by Wormeli (2005:2) is regarded as a complex and 
interactive process which involves students in putting statements they read in few 
words, without losing sight of the original essence of the text. Another definition by 
Friend (2000) refers to it as an efficient study technique which enables students to draw 
associations of text information into their existing knowledge as a result of their early 
instruction or experience, with the potential to improve their cognition. 
Summary writing helps students to understand the major direction or the main 
points, and the structural organization of any written information. It implies identifying 
main ideas in the text and determining how the remaining information connects to those 
ideas through questioning-answering strategies. Smith & Zygouris-Coe (2006:1) and 
Bazerman (2010:50) point to three techniques that can be used to effectively summarise 
written texts: selection and deletion, note taking, and miniaturizing. The first technique 
refers to locating relevant and main ideas to summarize the text, ignoring those details 
that do not have strong impact on what the text conveys. The second deals with jotting 
down important ideas and organizing them in a logical sequence to see how they fit 
together, and last technique consists of reducing, concisely and coherently, the size of 
the information, avoiding distortion of the original text meaning. 
Since summarising reflects a critical reading skill, combining the summarizing 
techniques, by all accounts efficient, with questioning and answering strategies may 
result in high levels of comprehension from which students will benefit throughout their 
academic lives.   
1.5.5.6. Making and supporting inferences 
As reading is a psychological game, as we saw in its definition, writers do not 
always make everything explicit for the reader. Some gaps in the information are left in 
order to engage the reader in guessing the embedded meaning from the clues provided 
by the details of the text, the psychological processes, and the reader’s own experience 
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and the cultural context. This process requires readers to make and support inferences 
they draw from texts. 
Trying to understand the process of inference, many authors have presented their 
definitions, and among them we mention Wiener & Bazerman (1994:221) who say that 
inference refers to a process consisting of going beyond the literal information we read 
by examining the clues and our own background knowledge to make an accurate guess 
of meaning. Glancoe (2002:R91) defines it as a process based on reasoning and 
personal experience which brings about an idea of the covert information in a text. 
Moreover, Zwiers (2010:99) states it as a combination of the text information with the 
reader’s own background knowledge to construct meaning that is not explicitly 
accessible in the text. 
If we pay attention to the preceding paragraph, we can see that most of the 
authors include the word ′text′ in their definitions, but it is true that inferences are not 
solely made from written materials. We can also infer from people’s behaviour and the 
circumstantial events that we are subjected to. An example of this can be when a teacher 
in an examination preparation session explains something over and over again. What 
students are more likely to infer from that behaviour is: that particular content, being 
repeatedly explained, is a part of the material that will be assessed. However, in this 
section, we address written materials only for the reason that they are the main concern 
of our research. So, from this view, Zwiers (2010:100) identifies two kinds of 
inferences: text-to-text inferences, and text-to-self and world inferences. The first kind 
refers to the links between parts of a text, that is, how those parts relate to one another. 
For example, in a cause-effect text, students need to infer the relation between different 
parts of the text from the in-text clues and the structural organisation of the information. 
The second type is about the link we draw between what we read and our prior 
knowledge or experience. For example, if students read a section on the topic 
′Differences between L1 and L2′, they are very likely to make an analogy between the 
information under the topic with their own learning experience of both languages. 
The ability to draw inferences from whatever students read can be encouraged 
by teaching them to accurately and automatically make connections between what they 
read and their background knowledge from the existing supporting clues. This can be 
done through creating environments in which students are intensively involved in 
making many and varied inferences to empower creative critical thinking skills and 
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expanded learning. For this purpose, we believe that the materials we will design for the 
students we refer to in our research can be a good start to set up such environments in 
their classrooms. 
1.5.5.7. Drawing conclusions and predicting outcomes 
Good readers interpret what they read. Generally, they find ways to understand 
and provide explanation of ideas they are able to generate from reading. The capacity of 
producing new ideas but related to the contents one reads can be developed by means of 
drawing conclusions and predicting outcomes of the reading. 
Drawing conclusion is another critical reading skill very similar to making 
inference (see the preceding section). Both require to fill in the gaps left by the writer, 
perhaps because they feel the omitted information is less important, or they expect the 
reader to know it already, or even they want the reader to find it by filling in such a gap 
while reading. And predicting outcomes deals with approaching accurate guesses about 
the next coming information while and after reading (Glancoe, 2002:R83). That is to 
say, the reading you do offers you enough hints to see in advance where a given piece 
of information leads to. An illustration of this is in the following example in which a 
student is requested to complete the sentence ′If you keep reading academic materials 
without appropriate strategies, ′ with one of the following options: 
a) You will not learn the language. 
b) You may need extra materials. 
c) You will not be academically successful. 
d) You should give up academic life. 
An alert reader will obviously choose option c) to complete the sentence. To 
choose the right option, the reader starts by associating his experience as a student, and 
the logical sequence of the sentence with the clues provided. 
In short, drawing conclusions, predicting outcomes, and making inferences, are 
interwoven. That is, they are closely related skills aiming to accurately provide guesses 
for the left out information in a reading portion. (For some techniques on how to draw 
conclusions and predict outcomes, see Appendix D) 
1.5.5.8. Making generalisations 
Another important tool that helps academic readers interpret information is to 
make generalizations. 
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Wiener & Bazerman (1994:258) assert that generalisations are extensive 
statements that apart from having characteristics of a conclusion apply to a range of 
examples. For instance, ′all English words that end in –al are adjectives, ′ this is a 
generalisation. To support this statement we can illustrate the example with words like 
critical, and structural. 
Attentive readers are able to recognise and evaluate generalisations made by a 
writer. While reading, according to Ludlam (n.d: slide 4), readers make and sustain their 
own generalisations basing them on the facts and details in the text. 
Apart from using the clue words in generalised statements such as many, all, 
most, generally, none, always, in general, overall, some techniques for making 
generalisations are presented in Appendix E. 
Summing up, generalisations, like inferences and predictions, require readers to 
associate their background knowledge with the information in the text. Moreover, being 
aware of clues and techniques to generalise can effectively contribute to deeper 
exploration of what people read especially in academic situations. 
1.5.5.9. The SQ3R strategy 
Concerns on how to overcome reading problems in academic environments have 
triggered a variety of reading strategies, based on research in cognitive psychology, that 
are widely used by competent readers to exploit the reading materials as much as they 
can. Helmut (2012) points out the SQ3R or SQRRR as one of these strategies, which 
stands for Survey, Question, Read, Recite, and Review. It was coined by Robinson in 
1946, and specially created for university students who generally deal with complex 
reading matters in their studies, and therefore demand for reading efficiency and high 
level of comprehension from what they read is predictable. 
Richards & Schmidt (2002:506) define the SQ3R as a reading comprehension 
strategy advisable, essentially, to readers in academic contexts, and designed to help 
them improve their understanding, memory, and efficiency in the reading process. They 
affirm that reading in the SQ3R style entails a five-step process: 
1. Survey - at this stage the reader uses the preview techniques, that is, they 
look at the titles, subtitles, introduction, headings, subheadings, words in 
special print, visuals, first and last paragraphs, conclusion, and questions, 
if there are any, just to have a picture of the selection. 
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2. Question – here the reader raises questions i.e. the text features 
previewed in the first step are turned into questions with expectations to 
find the answers during the reading step, which is the next one. 
3. Read – it is at this stage where the actual reading takes place, to provide 
answers to the questions made in the preceding stage. 
4. Recite – the reader closes or covers the reading material, recalls and 
verbalises, in their own words, the main points of the selection, key 
concepts, and summarises the purpose for reading that particular text. 
This can be done by saying things out loud to themselves, or by writing 
those ideas on a paper. 
5. Review – the reader goes over the material to check if something has 
been missed out in the previous steps, or there are still comprehension 
gaps of concepts, key words, and so on. It is a way of relearning things 
and keeping them in memory. 
This is an effective and interesting reading strategy, if well applied, and in my 
opinion its use should not only be encouraged at university level but also at other levels 
of formal education, since it provides guidance on how to get the most from a textbook 
or any other academic reading material. 
1.5.6. Becoming a strategic reader 
The strategic reader is one who automatically and routinely applies 
combinations of effective and appropriate strategies depending on reader 
goals, reading tasks, and strategic processing abilities. The strategic reader is 
also aware of his or her comprehension effectiveness in relation to reading 
goals and applies sets of strategies appropriately to enhance comprehension 
of difficult texts. (Grabe, 2009:220) 
Instructional contexts require students to deeply explore their reading contents 
through an array of tasks that very often call for the eclectic use of strategies and 
techniques to fulfil their academic obligations to reach their goals. 
Considering the introductory quotation of this section, it is clear that what 
defines a strategic reader is the eclectic use of reading strategies and techniques, routine, 
and automaticity in interacting with reading materials. However, Grabe (2009:220) 
claims that “before exploring the advances made toward developing strategic readers, it 
is necessary to address three major issues surrounding strategy instruction in reading: 
(a) the relationship between skills and strategies; (b) the relationship between 
metacognition and strategies; and (c) the role of metalinguistic awareness in 
comprehension.”. 
Concerning the skills and strategies, the distinction of these terminologies is, 
sometimes, confusing and difficult to draw. But Alexander & Jetton (2000:295-6) claim 
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that the distinction is based on whether the way each of those functions is automatic 
(unconscious) or if it involves well-known steps to follow (conscious). Furthermore, 
Grabe (2009:221) introduces an assertion which agrees with the preceding claim, and 
we quote: “strategies are cognitive processes that are open to conscious reflection but 
that may be on their way to becoming skills [author’s italics].” This assertion leads us to 
understand that strategies are conscious observable procedures of doing something, 
whereas skills reflect the advanced stage of the automaticity of strategies, i.e. when 
strategies become automatic they turn into skills. One example to illustrate this is the 
identification of a key idea in a sentence. What students generally do at the beginning is 
to ask two basic questions: 1- What is the sentence about? (We know that a sentence 
has a subject), 2- What does/did the subject of the sentence do? Or what 
happens/happened to the subject? – This is the strategy. But as time goes on with a lot 
of practice, they will not need to ask these questions intentionally to identify the key 
idea. It will happen automatically, which is typical of skills. 
The issue of metacognition and strategies emphasises the knowledge and control 
we have on our cognition. Baker (2002, 2008) and Pressley (2002b) say that this is 
summarised in metacognitive awareness (knowledge) and metacognitive regulation (the 
application of knowledge), similar to strategies that must be known and the 
circumstances in which they can be applied, in reading for example, to help 
comprehension. 
Regarding metalinguistic awareness and strategic reading relationship, Nagy 
(2007) cited in Grabe (2009:225) state that it is supported by the Metalinguistic 
Awareness Hypothesis (MAH) which advocates the knowledge of linguistic aspects, 
such as syntactic, morphological, phonological, orthographic, word-level, semantic, 
discourse, pragmatic, and other language-related features, that can be reached through 
reflection and analysis of the language. This knowledge is regarded as highly beneficial 
to strategic reading since it makes reading comprehension facilitated and effective. 
Summarising, to be a strategic reader implies having a body of strategies to 
apply appropriately in different reading situations, and in a routinized fashion to build 
automaticity of such strategies. 
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1.6. Methodological approaches to teaching reading skills 
Considering different approaches applicable to language teaching, given its 
specificity the instruction of reading skills for academic purposes can be based on 
Communicative Language Teaching methodologies, essentially on the Task Based 
Language Teaching (TBLT) approach, as our main aim with this research is to help 
Angolan ELT students with effective techniques and strategies to read their course 
contents well i.e. helping students to acquire reading skills through the practice of 
reading strategies in materials related to Linguistics and ELT methodology. 
According to Richards & Rogers (2001:172), the TBLT approach is a set of 
principles about the goals of language teaching, how learners can benefit from lessons, 
the kinds of classroom activities that best smooth the progress of learning, and the 
responsibility of teachers and learners in the classroom. The task-based approach to 
learning introduces the idea of learning by doing. This idea is persistent to 
communicative language teaching methodologies, and thus it can effectively fit the 
requisite to develop reading skills of foreign language readers in academic contexts. 
1.6.1. Selecting reading materials 
The selection of reading materials for students in particular contexts is the most 
challenging job for teachers and it falls into the category of English for Specific 
Purposes (ESP) which is divided into two: English for Academic Purposes (EAP) and 
English for Occupational Purposes (EOP). Our research is based on the first of these. 
Selecting reading materials for academic purposes is a process that needs 
consideration of factors that can, in a positive or negative way, influence the reading 
process in a foreign or second language. As teachers are active promoters of students’ 
learning, Arias (2007:131) concludes that they are expected to provide reading materials 
suitable to their students' level, interests, needs and background knowledge. And so, 
being aware of these factors will greatly help teachers to adjust reading strategies and 
techniques to students accordingly, in motivational and supportive ways, in order to 
enhance their reading aptitude and help them be able to read fluently the different 
contents of their area of study. Nuttall (1996) cited in Haicha-Abdat (2013:8) mentions 
three basic criteria that should be considered in selecting reading materials: suitability, 
readability, and exploitability. These criteria implicitly evoke that reading materials 
must be suitable to the context in which they are used i.e. they have to motivate students 
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and meet their learning needs. These criteria also propose that classroom reading 
materials should be readable. That is to say, the content and language used in those 
materials should not underestimate or challenge the students’ linguistic and cognitive 
capacities. They must be exploitable; this means that the information in those materials 
has to provide developmental and linguistic benefits to students. That is, students are 
expected to learn new knowledge be it at the level of content or the language itself, 
apart from the acquisition of skills to enable successful reading. 
Despite the impact of the factors mentioned above on the teaching of reading 
skills to ELT students in Angola, if teachers make thoughtful reflections on the choice 
of academic reading materials in combination with appropriate and effective techniques 
and strategies as we expect to do in Chapter 3, though unquestionably demanding in 
terms of expertise and time, the results of these efforts can be significantly rewarding 
for both the students and teachers once their goals are achieved. 
1.6.2. Stages of a reading lesson 
Regarding the stages of a reading lesson, Saricoban (2002:3) notes that they are 
based on the three-phase approach to reading tasks: pre-reading, while reading and post-
reading. The kind of reading that occurs in classrooms is normally guided by the teacher 
to help students with a range of strategies and techniques focusing on reading 
competence and independence. Often though reading is used not to improve reading 
itself but to consolidate grammar or to teach new vocabulary, or dictionary skills or 
culture and so on (Boutefeu, slide 10:2012). This is really true, especially in our 
context, for the fact that reading and vocabulary are greatly interwoven, and vocabulary 
in turn involves the skills of searching words in dictionaries, knowing the parts of 
speech of such words and their meanings which are sometimes defined according to the 
culture. 
The pre-reading stage denotes the start of a reading lesson where, according to 
Crill (2002), the teacher explores students’ experiences and background knowledge in 
relation to reading materials at hand, and prompts students to how they are expected to 
work with the materials so that its benefits are within reach. This stage, by and large, 
involves reading strategies like previewing, analysis of text structure, and prediction of 
contents. 
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The while reading stage engages students in incorporating their background 
knowledge and experience into the information in reading materials. In view of 
Saricoban (2002:4) at this stage students begin to confirm the predictions made in the 
earlier stage through trying to organise information in the material around their own 
knowledge, making inferences, and moving on to generalisations that result from the 
connection between new information and what they already know about the subject. 
As a matter of fact, these are not the only tasks that may take place at this stage. 
The teacher might want them to do other tasks like annotating the text by margin notes, 
picking up the central ideas from each paragraph, questioning and hypothesising on the 
reading passage and so on; all this depends on the task set and what the teacher’s aim is 
for them to do or focus on. 
The post-reading stage covers the moment of the lesson where the students are 
invited to recall what they have read and apply critical thinking skills to their 
understanding. It entails evaluating ideas, identifying the main ideas and details of the 
reading material, summarising, drawing conclusions, and so on. In like manner of the 
while reading stage, this one also depends on the tasks assigned by the teacher. He may 
for example want them to answer questions from the reading selection, rewording or 
paraphrasing parts of the selection, or he may even ask them to draw concept maps to 
help them understand the information visually. 
Putting all this information together, using guided reading for FL readers like 
those of the Angolan ELT course can be a good starting point which gives them many 
opportunities to deal with reading situations involving the strategies they learn, and 
encouragement for interaction with more academic reading materials, so as to provide 
more chances for practising reading strategies up to the point when these strategies 
become automatic and signal their reading fluency. 
1.6.3. Teacher’s role in a reading classroom 
It is less probable that students do reading tasks on their own without the 
teacher’s supervision in foreign language classrooms so, as Harmer (2007:284) asserts, 
reading teachers have a significant role to play in classrooms; they need to encourage 
their students to read as much as possible to improve their reading abilities, and also 
drive them to be aware of the usefulness and importance of being skilled at reading 
skills in modern societies, especially for studies. 
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Ding (2012) identifies five roles of a teacher in reading classrooms, which serve 
the purpose of helping students with strategies and skills that will make them fluent and 
independent readers. Moreover, Ding (2012) and Harmer (2007:286) find these roles 
strictly related to the management and organisation of reading classrooms, the design of 
materials and activities to practise reading strategies, classroom assistance, action 
research, and the promotion of reading attitudes. The outline and discussion of these 
five roles are presented below. 
Teacher as a manager and organiser - in this role as Ding (2012) says, the 
teacher is supposed to provide clear instructions and necessary time for different 
activities during the lesson, to select relevant contents for students based on the goals to 
be achieved, and to make efforts to facilitate students’ learning in an environment that 
favours their success. 
Teacher as a designer – For Ding (2012) in this role the teacher is expected to 
shape materials that match the students’ interests and needs; and the strategies and 
techniques that effectively work for the acquisition of reading skills. So, it is important 
that the teacher designs activities that promote good interaction in the classroom as well 
as encouraging motivation for reading. 
Teacher as a source - Similar to the preceding role but with a small difference 
since this one focuses on adapting materials to support students’ learning as perceived 
by Ding (2012), the teacher should bring to the class reading materials that are neither 
below nor above the students’ level. Here, the teacher needs to be creative in order to 
elicit students’ background knowledge on topics in the materials. The teacher can for 
example ask students questions about the materials, and invite them to share their 
knowledge or experiences on the topic. All what they do in the classroom has to relate 
to the materials they cover as consolidation while preparing the ground for new 
information. 
Teacher as an investigator or a counsellor - During the class time, besides 
giving instructions and providing support for students’ learning, Ding (2012) suggests 
that the teacher should also observe how the classroom elements interact, that is, the 
activities carried out in the classroom, the students’ behaviour towards reading materials 
and activities, and the factors that are likely to impede students’ learning. 
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Assessing all these elements and thinking critically on how they may impact 
upon students’ learning can be determinant to improve the teaching in favour of 
students’ better learning. A practical example of this role in our context is how we 
realised that second year ELT students at ISCED-Benguela had reading difficulties. As 
a result of this problem, the current research paper will greatly contribute to the teaching 
and learning of reading skills in that institution. 
Teacher as a prompter or tutor - In this role, according to Harmer (2007:286), 
the teacher’s main concern is to turn the theory into practice and dependent reading into 
independent reading. The teacher seeks to influence their students to make use of 
reading skills, especially critical skills, and apply reading strategies acquired during the 
class time in a more creative way so that their curiosity, interest and motivation can lead 
them to continuous reading practice and research on how they can achieve fluency. One 
example for this role can be suggesting the SQ3R strategy to students when reading for 
their assignments. 
Succinctly, the role of the teacher in FL/L reading classrooms is to ensure that 
the teaching and learning process of reading skills occurs in an environment that creates 
a significant interaction between the teacher and students connected by the reading 
materials and strategies, so as to encourage a reading culture which can be a 
fundamental element for their academic success. 
1.6.4. Assessment in reading 
Reading teachers, apart from sharing reading information and strategies with 
their students, also invest time and hard work in assessing the students’ reading abilities 
so as to test the theoretical information that sustains the reading process, in order to 
evaluate the impact of their teaching practice on the students’ learning. Despite the 
pertinence this topic has in ELT contexts, we are not going to deeply focus on it as this 
is a very important and huge area in language teaching, which deserves more careful 
discussions supported by contextual explanations. 
Regarding the definition of assessment, Richards & Schmidt (2002:35) view it 
as a systematic process of gathering data on the students’ abilities and the teaching 
process itself from which the learning and teaching success is inferred. It plays a 
substantial role as it signals how students progress, and offers chances to make repairs 
of potential impediments in teaching and learning reading skills. Grabe (2009:353-6) 
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mentions five basic purposes of reading assessment: reading proficiency, classroom 
learning, assisted learning, curricular effectiveness, and for research purposes. On the 
other hand, Valencia (2002:2) reports that the purposes of reading assessment lead to 
categorization of assessments in three main types: standard assessment, classroom-
based assessment, and student-self assessment, each with its typical characteristics.  
Standard assessment - This kind of assessment covers the one that takes place 
for all students of a country, region or school, in order to make comparison of their 
performance in relation to other students at the same grade or level. One example of this 
is the Katyavala Bwila University (Benguela) entrance examination for the ELT course. 
It seems to be more advantageous for education authorities in different regions as it 
helps them to collect reliable data on the students’ strengths and weaknesses, from 
which they make decisions. 
Classroom-based assessment - The actual assessment done in the classroom 
under the teacher’s guidance. In this type of assessment, the teacher is the maximum 
authority to decide on how and what to assess. He/she also makes judgements from the 
results and provides feedback as a chance to make repairs, and to ensure that they are on 
the right track. Graue (1993) and Wolf (1989) emphasise this type of assessment as 
more efficient and effective, since its results can be very gratifying. One example of 
efficiency and effectiveness of classroom-based assessment in my context is the 
feedback that teachers generally provide after a reading task. 
Student self-assessment - This assessment is carried out by the students on their 
own. Students are given responsibilities to judge their learning and use of knowledge, 
and identify their own strengths and weaknesses. They are expected to become 
autonomous learners i.e. owners of their learning but with the teacher´s support where 
help is needed. This type of assessment can be good for students who easily can 
recognise their capabilities and limitations, and bad for those who can do well only if 
guided. In short, we think these differences are more explainable in light of learning 
styles that vary from one student to another. 
From the characteristics of the assessment types presented above, strengths and 
some weaknesses are made evident depending on their purpose, and their applicability 
success is determined by the circumstance in which the assessment is carried out. Not 
disregarding standard and student self-assessment, classroom-based assessment can be 
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more appropriate and effective in the context of the Angolan ELT students because of 
its great concern not only for the teaching and learning process, the assessments and its 
results, but also for the immediate and on-going contributions of these results at the 
classroom level. However, student self-assessment can play an important role in 
supporting the classroom-based assessment to portray a more complete picture of how 
the teaching and learning process occurs in classrooms and how it can lead to a change 
in reading development. 
With the discussion on the assessment process in teaching and learning reading 
skills, we have come to the end of the first chapter which focused on the theoretical part 
of the research about the reading difficulties Angolan ELT students at ISCED-Benguela 
have in dealing with their academic reading materials. The hypotheses stemmed from 
two basic questions on why most Angolan ELT students at ISCED-Benguela could not 
understand or interpret their reading materials well enough to avoid poor results in the 
main course subjects taught in English, and what could be done to help these students to 
read efficiently and achieve better results. The answer to these questions indicated the 
need to provide some techniques and strategies for students, to help them improve their 
reading abilities in the academic context. Thus, the theoretical foundations to support 
those techniques and strategies consisted of six main sections entailing the definition of 
reading, the description of the nature of reading, the examination of three main theories 
of reading, the differences and similarities between reading in the first language and 
reading in the second or foreign language, the purposes of academic reading, and 
considerations on some methodological approaches applicable to teaching and assessing 
reading skills. 
All in all, the discussions in Chapter I made us believe that improving students’ 
reading abilities especially for academic purposes is a process that requires more than 
just making students read materials and do the tasks assigned in the classroom. Thus, 
having given attention to theoretical issues on reading development, we think the 
ground has been prepared to move on to Chapter 2 which covers the research 
methodology of this paper. 
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2. RESEARCH METHODOLOGY 
The previous Chapter looked at the literature review on academic reading, and 
the present Chapter focuses on the research undertaken. It consists of four sections: the 
first section looks the participants, the second presents an overview of the study, the 
third refers to the methods used, the fourth deals with the presentation of the outcomes, 
and the analysis and discussion of findings. 
2.1. Participants 
The research on this topic is centred on the Angolan second year students of the 
English Language Teaching (ELT) course at Instituto Superior de Ciências da Educação 
(ISCED) in Benguela, and it focuses on academic reading difficulties these students 
have in dealing with their course subjects. 
The students we refer to are being trained to be teachers of English in secondary 
schools. There are 21 male and 5 female students, their age varies from 20 to 35 years 
old on average, with mixed language abilities ranging from Intermediate to Upper 
Intermediate levels equivalent to B1 and B2 (CEFR levels). These levels in our contexts 
are determined by the University entrance examination in ELT as the test is designed 
for candidates who have done those levels. On the other hand, seventeen students out of 
the twenty-six mentioned have Portuguese as their first language, while eight have 
Umbundu as their first language with Portuguese as the second language, and one has 
Kikongo as the first language with Portuguese as the second language. According to the 
ELT course curriculum, these students have five courses in the second year whose 
contents are fully taught in English, and this fact leads them to interact with reading 
materials in English as it is the language of instruction. 
Regarding the statistics, twenty-eight students from the classes of both shifts 
(afternoon and evening) were given a research questionnaire which aimed at gathering 
information on the students’ reading habits and their academic reading techniques and 
strategies. The questionnaire was given to all the students despite the fact that the 
majority of the students in the second year are not attending the Reading Skills course 
this year as they did not pass Research Methodology 1 (a course taught in year one  
which is a pre-requisite for Reading Skills in year two). However, we planned to select 
randomly a representative sample from that group of students since all of them 
experience more or less the same reading difficulties in their academic lives. 
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2.2. Overview of the study 
In the research planning stage, we first of all established the objectives of the 
research from the problem we highlighted in the introduction, and this led to the design 
of a questionnaire for students which aimed to provide valuable information regarding 
their reading habits in general, and the techniques and strategies they use in reading 
academic materials. We also conducted an unstructured interview with three second 
year ELT course teachers to help us understand more fully the problems these students 
face by means of comparing information provided by the students via the questionnaire 
with the information gathered from their teachers. In addition to these methods, we also 
carried out an evaluation of the current second year course book of Reading Skills used 
with those students as part of the study. 
2.3. Methods 
The collection of data was carried out using both quantitative and qualitative 
methods.  
2.3.1. Students questionnaire 
a) Design 
The questionnaire (see Appendix F) had an introductory paragraph explaining 
the objective of the research, and ensuring confidentiality and anonymity. Besides the 
section in the questionnaire which includes background questions on the students’ 
gender, age, country of origin, first language, and the length of time they have been 
interacting with reading materials in English, the questionnaire comprises fourteen 
questions divided into seven categories: the first category comprises two filter questions 
(1 and 9) which seek information on whether the students enjoy reading and if they 
transfer their reading strategies in the first language to English as a foreign language, 
each followed by two contingency questions which represent category two (questions a 
and b from 1, and a and b from 9). Category three has to do with two semantic 
differential questions (2 and 10) about the extent to which the students enjoy reading, 
and the attitude towards their course reading materials. The inventory questions 3 and 
11 make up the fourth category dealing with the kind of materials students like reading 
the most, and the difficulties they face while reading academic materials. Category five 
entails six multiple choice questions (4, 5, 6, 7, 12 and 13) seeking information on the 
frequency and the amount of time students read for their own interest, and on the 
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academic subjects; this category also looks at the approaches students use to deal with 
unknown words in reading texts, and the kinds of texts they feel more motivated about 
to read. Finally, the two last categories encompass a ranking question (8) which deals 
with motives that make students read, and a Likert scale question (14) on the frequency 
with which they use some strategies, mentioned in the question, while reading academic 
materials. As we have said above, the questionnaire consists of fourteen questions 
described as follows: two filter questions, two semantic differential questions, two 
inventory questions, six multiple choice questions, a ranking question, and a Likert 
scale question. 
b) Procedures 
After initial drafting and discussion, the questionnaire was revised and 
improved, and ended up with fourteen questions. It was administered to twenty-eight 
students to collect data on their reading habits, and the techniques and strategies they 
generally apply to reading academic materials. In this questionnaire survey, students 
were required to give their views on academic reading based on their experience as 
students. So, they took the questionnaires home to answer them and handed them back 
the following day. However, while receiving the papers back we realised that two of 
them have not been returned, therefore only twenty-six were received back. Thus, in 
section 2.4 below we will reflect on the responses from those students and the results 
obtained will be presented, analysed and discussed, taking into consideration the focus 
of our research.  
2.3.2. Unstructured teacher interview 
Having conducted a questionnaire to second year ELT students at ISCED 
Benguela, we considered the possibility and relevance of carrying out an informal 
interview with some of their teachers to have a general picture on what their views are 
concerning the reading problems those students have in different subjects of the course. 
The interview was carried out with three teachers and it focused on five main 
questions (see interview guide questions in Appendix G). The interview was done to 
compare or relate the teachers’ answers and views on the problem with the result of the 
students questionnaire in order to deduce and identify the central problem, and to test 
our research hypotheses. 
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a) Design 
As we said in the introductory part to this section, the design of the unstructured 
interview entailed five basic questions. The first question was intended to confirm if the 
students really had reading problems, the second was proposed to have an idea of how 
students were doing in those teachers’ subjects, the third was based on how the teachers 
generally carried out their lessons, the fourth question sought to gather information on 
how the teachers coped with the reading problems, and the last question referred to what 
they thought was the source or origin of such problems. 
b) Participants 
The three teachers were trained in ELT at the same institution they are working 
for. One teacher has been teaching Psycholinguistics for four years, the second has been 
teaching Methodology 1 for two years, and the third one has been teaching Reading 
Skills for four years. All of these three subjects are taught in the second year, and they 
precede other three subjects: Applied Linguistics, Methodology 2, and Composing 
Skills in the third year. 
c) Procedures 
Given that the interview was unstructured, it was conducted without prior 
warning with each of the three teachers during the class intervals in the staff room at 
ISCED and on different occasions. Being aware of the problems students have, we 
conducted the interview without explicitly explaining the objective as part of a friendly 
conversation in order to gather more information from their perspective about how they 
see such problems. Otherwise, we think it would not have been good to let them know 
we were going to interview them about students’ problems we are aware of. They would 
probably have been less engaged and more careful with what they said about the 
problems, and as a consequence less data would be collected. Telling them later that the 
information they provided during the conversation was part of a study was considered 
the best way to do it. So, we started each interview in a conversational fashion for 10 to 
15 minutes, without letting the participant know our real intentions with the questions 
we introduced from time to time while talking, but showing our concern for the problem 
and trying to suggest possible ways to overcome it. Furthermore, it was done in a way 
that could allow more flexibility in answering the questions, and allowed for the 
conversation to take unpredictable directions since the information provided was closely 
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related to the questions raised. The aim here was to create a good interview environment 
with the interviewee so that more information on the phenomenon under study could be 
collected in a relaxed manner with minimal intervention of the guide questions 
(Appendix G). As a result, the notes gathered in each interview were only jotted down 
after the conversation was over, and in the absence of the interviewee for the reasons 
explained above. 
2.3.3. Evaluation of the current “Reading Skills” course 
It is commonly believed that textbooks and course books for specific content 
areas play a crucial role in FL classrooms. And the quotation below makes it much 
clearer by stressing the relevance of selecting materials for teaching. 
The selection of a course book is one of the most important decisions a 
teacher will make in shaping the content and nature of teaching and learning. 
It involves matching the material against the context in which it is going to be 
used, following the aims of the teaching program, as well as fitting the 
personal methodology of the teacher. (White, 2014:2) 
Reflecting on the quotation above, it is a wise and vital decision to carry out 
evaluation of textbooks and course books used in specific contexts of teaching in order 
to balance how much we should rely on them, and by so doing we contribute positively 
to the teaching and learning process. 
Here we will evaluate the textbook entitled Reading Skills Handbook (Wiener & 
Bazerman 1994) adopted for the subject of “Reading Skills” in the second year of ELT 
at ISCED Benguela. It consists of four units outlined as follow: 1- Getting started, 2- 
Comprehension, 3- Interpretation, and 4- The basic study skills. 
Though this textbook is aimed at adult learners in academic contexts and 
presents, in each unit, materials extracted from the humanities, it does not include 
materials related to linguistics and ELT, which is the area of study for the students we 
refer to. 
Very often, as Lawrence (2011:1) has said, many FL course books are merely 
designed to reflect the route map of a particular subject i.e. a format on which 
adaptations may take place, and this can be the major source of mismatches between the 
intended and the specific context. For this very reason, in this work we believe that if 
we evaluate the Reading Skills Handbook using the criteria we find relevant to our 
context, it will be much more helpful and enable us to reshape the materials, strategies, 
and the way we teach so that our aims and the students’ needs are met. Thus, the 
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following are ten criteria we will need to consider during the evaluation of the current 
course book: 
1. Course book aims – are they relevant to the students’ needs? 
2. Students´ needs and interests – does the course cater for these? 
3. Course level – is it at the appropriate level? 
4. Course length – is it enough to make students develop their reading skills? 
5. Reading exposure – how much does it expose students to academic reading? 
6. Text genres - what rhetorical structures do the texts present? 
7. Language level – does the language underestimate or challenge students’ 
abilities? Does it cater for a range of ability? 
8. Tasks organization – does the structure of the tasks simplify students’ learning 
of reading strategies in a logical sequence? 
9. Strategies and techniques for academic reading – does it have enough 
appropriate strategies for reading academically? 
10. Authenticity – are the reading materials based on linguistics and ELT? 
Until now, this section has principally highlighted the significance of evaluating 
textbooks and materials for teaching in specific contexts, and the criteria we will use in 
the evaluation of the Reading Skills Handbook. The next section will present the 
outcomes of the research tools which include the outcomes of the course book 
evaluation.  
2.4. Presentation of the outcomes and discussion 
The present section is devoted to displaying the results gathered from the 
instruments used: the students questionnaire, unstructured teacher interview, and the 
course book evaluation. Here, we will present important statistical data along with 
questions they answer. Each section will be followed by a brief analysis and discussion 
of the findings. 
2.4.1. Results and discussion of the students questionnaire 
The first part of the questionnaire administered to 26 ELT students in the second 
year at ISCED-Benguela consists of a word chart with background issues on the 
students’ gender, age, country of origin, first language, and the length of time they have 
been interacting with reading materials in English. The results shown in the figure 
below reveal that 21 respondents of the subjects surveyed are male students, and the 
other 5 respondents are female students. 
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1. Gender 
GENDER NUMBER OF RESPONDENTS PERCENTAGE (%) 
Male 21 80.76 
Female 5 19.23 
     Figure 1: Students’ gender  
The huge difference between the genders is explained considering that in our 
context there are very few females interested in learning English. They see it as a 
difficult foreign language to learn, and even those who are successful tend not to join 
the ELT course at ISCED because of finding it much more difficult as it involves 
dealing with scientific matters in English. Nevertheless, we think this is only a prejudice 
they have about learning English as a foreign language. Language learning occurs in 
male and female people’s minds in the same way. So, what should be done to control 
this situation is to encourage them to develop a liking for English especially from grade 
7 which is the first year of English in state schools. 
Having looked at the students’ gender, the following figure displays the second 
year ELT students in different age groups. 
2. Age  
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Figure 2: Students’ age groups 
The figure above shows that nearly half of the respondents (11 respondents) are 
aged between 20 and 25, nearly a quarter (6) are aged between 26 and 30, 4 respondents 
are aged between 36 and 40, 2 respondents are between 41 and 45, and 1 respondent is 
aged between 46 and 50. 
The enormous discrepancy of students under 35 years of age, and those aged 
over 35 is due to the fact that the latter group rarely join ELT and the potential reasons 
for this may be similar to those of the females we referred to. This leads us to conclude 
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that in our context young males are generally more interested in learning foreign 
languages, especially English, as it is a global language and useful for technology 
3. Country of origin 
COUNTRY OF ORIGIN NUMBER OF RESPONDENTS PERCENTAGE (%) 
Angola 21 80.76 
Namibia 0 0 
Zambia 0 0 
other 0 0 
       Figure 3: Students’ countries of origin 
Regarding the country of origin, the figure above indicates that we managed to 
get 21 respondents from Angola. 
Concerning the 80.76% of the respondents who mentioned Angola show the 
majority though five of the students did not answer this question probably due to 
carelessness. Thus, the fact that most of them are Angolan indicates that they have 
learnt and are still learning English as a foreign language. And this is likely to be the 
main reason why they complain about difficult words in their course reading materials, 
though at an advanced level (see sections 1.3 and 1.4). On the other hand, relating it to 
issue 4 (see next figure), it accounts for why most students have Portuguese as their first 
language though only some of them have Umbundu and Kikongo (local languages) as 
their first ones. Umbundu and Kikongo are unlikely to interfere in students’ reading 
comprehension in English since these students do not read in the local languages (see 
section 2.4.1 question 9b). But Portuguese has a strong interference due to its status as 
first language for many students especially the young ones, and as the second for some 
students, but it is the official language for all of them.  
4. First language 
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Figure 4: ELT students’ first language 
From the figure above it is clear that most of the respondents have Portuguese as 
their first language. Clarifying this, 17 respondents have Portuguese as their first 
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language, 8 respondents mention Umbundu, and 1 respondent points to Kikongo as 
his/her first language. 
5. Interaction with reading material in English 
RESPONSES NUMBER OF RESPONDENTS PERCENTAGE (%) 
1 – 5 years 3 11.53 
6 – 10 years 9 34.61 
11 – 15 years 5 19.23 
16 – 20 years 0 0 
21 – 25 years 1 3.84 
26 – 30 years 1 3.84 
Figure 5: Time length of students’ interaction with reading materials in English 
  
Coming to the issue of how long students have been interacting with reading 
materials in English, figure 5 illustrates that just over 10% (3 respondents) say they 
have been reading in English for a period of time between 1-5 years, nearly 35% (9) 
have been doing it for 6 -10 years, 5 respondents point to 16 -20 years, 1 has been 
interacting with reading materials between 21 -25 years, and lastly 1 has been doing this 
for 26 -30 years. 
Although time could be one of the criteria to infer how much experience these 
students have had with reading in English so far, it depends much on the contexts in 
which they read, the contents, and also on how they do the readings. What is likely to be 
true from all this is that most of the foreign language readers out of specific educational 
contexts tend to read in English to improve the language itself instead of the reading 
skills (section 1.5). 
Q1. Do you enjoy reading? 
RESPONSES NUMBER OF RESPONDENTS PERCENTAGE (%) 
Yes 26 100 
No 0 0 
           Figure 6: Students’ attitudes towards reading 
Figure 6 shows that all the respondents (26) enjoy reading. 
a) The respondents who enjoy reading say it increases vocabulary, it 
keeps them informed about the world, especially the English-speaking countries, 
and it helps to expand their background knowledge and learn new things. 
b) No respondents. 
As a matter of fact, the reasons why they enjoy reading are really right in 
accordance with section 1.5.1.1 but the fact of enjoying reading, although it is the 
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source of motivation to read, is not a sufficient factor to help them become competent 
readers. They need to practise the reading strategies and skills as much as possible so 
that reading fluency is gained as their reading abilities and habits develop. 
Q2. How much do you enjoy reading?  
RESPONSES NUMBER OF RESPONDENTS PERCENTAGE (%) 
A lot 17 65.38 
Average 7 26.92 
Not much 0 0 
Not at all 0 0 
Only when it is my 
choice 
1 3.84 
      Figure 7: The extent to which students enjoy reading 
According to figure 7, the majority said they enjoy reading a lot whereas 7 
respondents (a quarter) only have average enjoyment, and 1 respondent only enjoys 
reading when it is his/her choice. 
The students’ aptitude for reading is a positive point that reading teachers should 
explore to the maximum. It is likely to smooth the teaching and learning process since 
their interest and motivation to learning are already high. Therefore, if reading 
materials, strategies, and tasks are appropriately selected according to the learners’ 
context, purpose, interest and needs, the reading benefits can be reflected not only in 
their academic success but also in their lives in general as mentioned in sections 1.5.4, 
1.5.5.2, and 1.6.1. 
Q3. What sort of materials do you like reading the most?  
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Figure 8: Sort of materials students like reading the most 
The information here says that the majority of the respondents mostly read 
course books and textbooks. To clarify, 7 respondents, just over a quarter of the 
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population sample, like reading magazines, 14 or just over half like reading textbooks 
and course books, 8 like reading novels, 9 like reading newspapers, and only 3 like 
reading academic journals the most. 
The importance students give to reading mostly course books and textbooks that 
the figure above illustrates is grounded in the fact that most of their academic works in 
ELT are based on these materials but considering that some subject matters in ELT are 
very specific and contextual, they should also include reading academic journals whose 
language tends to be more explanatory and precise than textbooks for example. 
Q4. How often do you read for your own interest?  
RESPONSES NUMBER OF  
RESPONDENTS 
PERCENTAGE (%) 
I don´t read unless I have to 5 19.23 
1-2 times a week 2 7.69 
2-3 times a week 8 30.76 
3-4 times a week 2 7.69 
4-5 times a week 3 11.53 
Every day 6 23.07 
    Figure 9: Students frequency in reading for their own interest 
Regarding the students’ frequency in reading for their own interest, figure 9 
shows that nearly one third of respondents points to 2-3 times a week. That is to say, 
nearly a fifth (5 respondents) do not read for their own interest unless they have to, 2 
respondents read 1-2 times a week, 8 respondents read 2-3 times a week, 2 equivalent 
read 3-4 times a week, 3 read 4-5 times a week, and nearly a quarter (6) of the 
population sample read every day. 
As for the question on how often students read for their own interest and 
academic subjects as shown in the figure above and figure 11 (see next page) 
respectively, there is an enormous disproportion of reading frequencies and the 
responses between them. Drawing some comparison in terms of percentages and the 
frequencies, we can recognise that there are more students reading for their academic 
subjects due to concern for success in their studies, which might mean that the students 
have poor reading habits in general and only read for academic purposes because they 
want to be successful. This is good, but teachers can still maximise the reading for 
academic subjects if more tasks for reading interaction are given to students, which in 
turn will maximise the use of different strategies to achieve their reading objectives, and 
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as a result they will improve their reading skills as emphasised in section 1.6 of the 
theoretical background.  
Q5. Referring to your answer above, how much time do you usually spend when 
reading for your own interest?  
RESPONSES NUMBER OF RESPONDENTS PERCENTAGE (%) 
I don´t read unless I have to 0 0 
Less than 15 minutes 0 0 
Between 15 and 30 minutes 4 15.38 
Between 30 and 60 minutes 8 30.76 
60 minutes or more 12 46.15 
    Figure 10: Time students spend in reading for their own interest 
Referring to time spent when reading for their own interest figure 10 illustrates 
that nearly a half (12 respondents) of the sample population read for 60 minutes or 
more, nearly a third (8) read between 30 and 60 minutes, and 4 respondents read 
between 15 and 30 minutes for their own interest. 
Comparing the time spent when reading for their own interest in question 5 and when 
reading for their academic subjects in question 7, it is clearly understood that students 
spend more time when reading for academic subjects than when for their own interest. 
Making this clearer, the figure above and figure 12 (see next page) demonstrate that 
53.84% of students read for academic subjects and 46.15% read for own interest. This is 
good since the percentage of those reading for academic subjects is higher in relation to 
those reading for own interest though good readers can also naturally develop reading 
strategies that are helpful and transferable when they asked to read academically. 
Nevertheless, again as we highlighted in the previous paragraph, maximising their tasks 
can be the best way to involve more students in academic reading. 
Q6. How often do you read for your academic subjects? 
RESPONSES NUMBER OF RESPONDENTS PERCENTAGE (%) 
I don´t read unless I 
have to 1 3.84 
1-2 times a week 0 0 
2-3 times a week 3 11.53 
3-4 times a week 3 11.53 
4-5 times a week 1 3.84 
When necessary 3 11.53 
Every day 13 50 
  Figure 11: Students frequency in reading for their academic subjects 
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The figure above informs that half of respondents (13) read every day for their 
academic subjects, 3 respondents read when it is necessary, 1 respondent reads 4-5 
times a week, 3 respondents read 3-4 times a week, 3 respondents read 2-3 times a 
week, and 1 respondent said he does not read unless he has to. 
Q7. Referring to your answer above, how much time do you usually spend when 
reading for your academic subjects?  
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Figure 12: Time students spend in reading for their academic subjects 
Concerning the time spent in reading for academic subjects figure 12 indicates 
that 1 respondent reads in less than 15 minutes, 3 of the respondents read between 15 
and 30 minutes, nearly a quarter (6) read between 30 and 60 minutes, and over half of 
the respondents (14) read for their academic subjects 60 minutes or more. 
Q8. Consider the motives that make you read. 
RANKING RESPONSES 
ACADEMIC 
TASKS 
WORLD 
INFORMATION ENJOYMENT LEARNING 
 
1 
Nº of respondents  7 3 1 11 
Percentage (%) 26.92 11.53 3.84 42.30 
 
2 
Nº of respondents 5 5 2 2 
Percentage (%) 19.23 19.23 7.69 7.69 
 
3 
Nº of respondents 4 6 0 1 
Percentage (%) 15.38 23.07 0 3.84 
4 
Nº of respondents 1 2 12 1 
Percentage (%) 3.84 7.69 46.15 3.84 
Figure 13: Motives that make students read 
N.B. This table is read both vertically looking at the headings of the columns offering the four motives 
and horizontally looking at the ranking number showing the degree of importance i.e. the most important 
motive is in ranking 1 and the least important one is in ranking 4. 
Looking at the figure above, it makes it clear that the most important motive for 
reading is ´learning´ with nearly half of the respondents (11); in ranking 2 both the 
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´academic tasks´ and ´world information´ are pointed as the second important motives 
each with nearly a fifth of the respondents (5) respectively; in ranking 3 nearly a quarter 
(6 respondents) mention ´world information´ as the third important motive for reading, 
and finally, ´enjoyment´ is pointed as the least motive for reading, with nearly half of 
the respondents (12) inquired. 
Considering the results presented above we can conclude that the fact that both 
the ′academic tasks′ and the ′learning motives′ are bound to their educational context, it 
makes them the most relevant motives due to the academic responsibilities they are 
exposed to in their lives as students, and the need for academic success. And the fact 
that reading for ′enjoyment′ is mentioned the least makes evident that these students do 
not seem to have reading habits, which makes the task of reading academic tasks even 
more difficult. From this perspective, we guarantee that if reading skills lessons are 
conducted through appropriate reading materials and strategies for academic purposes, 
the academic reading culture can be developed and then the results are more likely to be 
gratifying be it for students as well as for teachers. 
Q9. Do you transfer your reading strategies in your first language to reading in 
English?  
RESPONSES NUMBER OF RESPONDENTS PERCENTAGE (%) 
Yes 16 61.53 
No 9 34.61 
                Figure 14: Reading strategies transference from L1 to English 
Regarding the possibility of transferring reading strategies from the first 
language to reading in English, figure 14 demonstrate that the majority of the inquired 
subjects (16) which represents 61.53% say they transfer their reading strategies, and 9 
respondents or 34.61% do not do it. 
a) Most of the subjects said they transfer reading strategies from their first 
language to reading in English because they think the reading strategies are 
similar in both languages, and it is the starting point to help understand how 
other language strategies work, and how it facilitates reading comprehension. 
b) A few of the respondents do not transfer reading strategies from their first 
language to reading in English because they think the reading strategies vary 
from one language to another, some of them do not read in their first language, 
and others need to explore reading strategies in English language.  
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The fact that most of the students declare the transference of L1 reading 
strategies to reading in English, as displayed in the results, can be advantageous or not 
depending on how it is carried out. Actually, transference of strategies or skills from 
one language to another is unavoidable and even though sometimes this happens 
unconsciously, we should bear in mind that it can be positive and negative. It is positive 
when the transferred strategy works perfectly well in another language and negative 
when it is the contrary, for example, getting meaning from false cognates while reading 
a text. On the other hand, all things considered, transference can be beneficial for the 
most part of the early stages of reading skills acquisition for L2 readers but it will tend 
to decrease through much practice in the new reading strategies they learn. 
Q10. Regarding your course reading materials, how difficult do you find them?  
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Figure 15: Students’ attitudes to their course reading materials 
This figure shows that nearly a quarter of the respondents (6) say that their 
course reading materials are easy to read, nearly half  of the respondents (12) find them 
average, and over a third of  the respondents (7) find them difficult to read. 
On the issue of the degree of difficulties students’ reading materials may offer it 
important to mention that very often reading materials are regarded as difficult or not 
difficult in the perspective of the language level of the materials without mentioning 
difficulties of the content itself. This might be the case of these students and it partly 
confirms outcomes of the course book evaluation regarding language level, section 
2.4.3 of the research methodology which will be discussed in the same section. 
With regard to question 11 which is about difficulties students face while 
reading their academic materials, the results in figure 16 (see next page) make it clear 
that most of the respondents (18) point to ′unknown words′ as the main difficulty, 2 
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respondents mention ′answering questions about the topic of a reading text′, 4 
respondents refer to ′text comprehension′, 3 respondents have problems in ′identifying 
the main points in a text′, over a third of respondents (7) have difficulties in 
summarising a text, 1 respondent mentions drawing conclusions from the text, 1 points 
to taking notes while reading, 1 respondent indicates setting a purpose for reading a 
text, nearly a fifth (5 respondents) refer to getting an overview of a text before reading 
it, 3 respondents mention interpreting the visual aids, and nearly a third (8 respondents) 
indicate the difficulty of thinking in Portuguese while reading in English. 
Q11. Which difficulties do you face while reading your academic materials?  
RESPONSES 
NUMBER OF 
RESPONDENTS PERCENTAGE (%) 
Unknown words in the text 18 69.23 
Answering questions about the topic of a 
reading text 
2 7.69 
Text comprehension 4 15.38 
Identifying the main points of a text 3 11.53 
Summarizing a text 7 26.92 
Drawing conclusions from the text 1 3.84 
Taking notes while reading 1 3.84 
Setting a purpose for reading a text 1 3.84 
Relating a text with what I already know 0 0 
Getting an overview of a text before 
reading it 
5 19.23 
Interpreting the visual aids (e.g. graphs, 
illustrations) 
3 11.53 
Thinking in Portuguese while reading in 
English 
8 30.76 
Figure 16: Difficulties students face while reading their academic materials 
Doing a careful analysis of the results above in terms of quantity, these 
difficulties constitute the main part of strategies and skills that academic readers should 
have under their control, and more especially those belonging to critical reading skills 
as highlighted in section 1.5.5 of the literature review. 
The difficulties in getting an overview of the reading materials denote the lack 
of effective previewing strategies which include skimming and scanning (see section 
1.5.5.1); and the matters of text comprehension, summarising, identifying the main 
points of a reading selection, and interpreting visual aids, are all related to the skills of 
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reading critically. So, having identified the students’ main reading difficulties, the 
teachers of reading skills should find the most effective approaches or methodologies to 
help their students overcome such problems. 
Q12. How do you deal with unknown words in a text while reading?  
RESPONSES 
NUMBER OF 
RESPONDENTS PERCENTAGE (%) 
Skip them 0 0 
Stop and look them up in a dictionary 12 46.15 
Try to guess the meaning from the 
context of the sentence 
7 26.92 
Put them in a list, without trying to 
guess their meanings, and look them 
up in dictionary later 
6 
 
23.07 
Figure 17: Students dealing with unknown words while reading a text 
On the subject of dealing with unknown words in a text while reading, the figure 
above illustrates that nearly half (12 respondents) stop and look up the words in a 
dictionary while reading, 7 respondents try to guess the meaning from the context of the 
sentence, and 6 put the words in a list, without trying to guess their meanings, and look 
them up in dictionary later. 
Language, in the case of English for example, can be the most highlighted 
difficult for the majority of our students essentially for the fact of being a foreign 
language. Nearly fifty percent of these students temporarily stop and check dictionary to 
find meanings of words while reading, or seek support of thinking in their first language 
(Portuguese), in order to sustain their comprehension. Again, it is seen that language 
problem pointed by the majority in question 11 continues being a constant here, which 
likely to include reliance on the first language while reading in English which can 
provide or not good results depending on the way it is done. So being, it is crucial to 
develop adequate abilities to deal with this difficulty. 
Q13. Which reading texts do you feel more motivated to read?  
RESPONSES NUMBER OF RESPONDENTS PERCENTAGE (%) 
Texts whose topics you 
already know something 
6 23.07 
Texts whose topics you 
know nothing about 
5 19.23 
Both the above 14 53.84 
Figure 18: Texts motivating students’ readings 
Figure 18 reveals that 6 respondents feel more motivated when reading texts 
whose topics they already know something, 5 of them refer to texts whose topics they 
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know nothing about, and 14 respondents, the majority, mention both the above 
responses. 
The choice of the third option by more than a half of respondents (53.84%) 
clearly shows that most of the students have no objection to any of the other two 
options. In fact, the feeling of not knowing anything about a topic can be misleading 
since readers will generally have something to relate to a totally new text though not in 
depth. On the other hand, their choice may be based on the need to have a balanced 
reading for comprehension of texts and the chance to build a strong vocabulary while 
learning new things in their course reading materials. 
Q14. How often do you use the following strategies while reading academic 
materials? Each statement below is followed by numbers 1-5 and each number means 
the following: 
1- I always do this 
2- I usually do this 
3- I sometimes do this 
4- I rarely do this 
5- I never do this.  
Figure 19, in Appendix H, demonstrates that most of the students read slowly for 
comprehension. Getting into details, most of the respondents (15) always read slowly 
their academic materials for comprehension, 9 respondents usually evaluate ideas in the 
text, 11 respondents sometimes confront what they read with what they think, 9 
respondents rarely memorise the contents of the reading text, and 3 groups of 3 
respondents never guess the meaning of unknown words from the context of the 
sentence, nor do they predict what the reading passage leads to next, nor memorise the 
contents of the reading text while reading their academic materials. 
The fact that most of the students read slowly shows the lack of automatic 
recognition of words on the page as they cannot read from the context, nor predict their 
reading topics. However, we still have doubts about what 34.61% of the students mean 
by saying that they usually evaluate ideas in the text, given the fact that they have 
comprehension problems stemming from language difficulties as mentioned in the 
analysis and discussion of question 12, and continues to be an issue of discussion in the 
forthcoming section. 
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2.4.2. Outcomes and discussion of the interview with teachers 
The results and discussion of the unstructured teacher interview are based on 
notes taken from each dialogue between the teacher and the interviewer, and the 
findings of students questionnaire as well as the literature review. So, in order to keep 
confidentiality and anonymity of the three teachers’ data, we are going to name them: 
teacher A, teacher B and teacher C.  
1. Do the second year ELT students have reading problems? 
Teacher A: Yes, many. Most of them have very weak back ground and this is 
influencing their low performance. 
Teacher B: I think so. If they cannot get good results, it is a sign of having 
reading problems. 
Teacher C: Of course they do. But if they had concern with their studies, they 
would do something to improve. 
Looking at the answers we managed to get from this question, we see that the 
teachers complain about poor results students show due to weak background in English 
language, insufficiencies in the way most of students interpret their reading materials, 
and the lack of concern with their studies. In point of fact, weak language background 
may be the result of having learnt English as a foreign language with limited exposure 
to it. If the level of language difficulty is high, the chance for better interpretation is 
likely to be low and the consequences of this are poor results that can lead to 
demotivation, which apparently makes students look as if they are not concerned about 
their studies. Thus, we think it is important that teachers motivate students through 
reading tasks and techniques that can promote learning of contents and improvement of 
their language as suggested in a task-based language teaching approach, section 1.6 of 
Chapter 1. 
2. How are they doing in your subject? 
Teacher A: These students are lazy. They do not make a lot of effort. I will not 
say that they are very bad in my subject but they are below my expectations. 
Teacher B: Very few of them do well but the majority do not show they make 
an effort. This may be due to their personal occupations. 
Teacher C: More or less. They seem to understand something during the class 
time but when it is a test the results are very low. 
Regarding the issue of how the students are doing in the subjects of the three 
teachers interviewed, these teachers say that the students’ results are below their 
expectations though very few of them make any great effort. What is likely to be the 
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main problem is the language difficulty which influences their limited comprehension. 
On the other hand, the academic content of the subjects, the teachers’ methodologies, 
and the way tests are designed may also have a strong impact on the students’ success 
or failure. If teachers applied student self-assessment apart from classroom assessment, 
they would be able to identify the students’ individual difficulties and then help them in 
a more oriented way. 
3. How do you usually conduct your lessons? 
Teacher A: Lecture-based lessons. I give them a topic to read and then discuss 
in class besides the tasks they have to do. 
Teacher B: Lecture-based lessons. We discuss topics in the classroom, they take 
notes from the discussion and then give them final remarks. 
Teacher C: Lecture-based lessons. They get ready for the lesson with materials 
recommended to read, then we discuss in class, do some tasks, and at the end I give 
them some feedback on their work. 
Considering the answers above, it is clear that all their lessons are lecture-based ones. 
This method leads students to read intensively the contents for lectures and it is 
appropriate at their level since discussions on the lecture topics are held afterward, and 
tasks are assigned. On the other hand, it may have its constraints mostly for those 
students who are not auditory learners and those who have difficulties in note-taking 
skills. So, teachers should pay attention to these details and ensure that they have 
considered all these issues. Moreover, they need to bear in mind that are educating 
teachers of English, who may tend to model how they teach in their future working 
contexts on how they are learning now. 
4. What do you think is at the basis of their reading problems? 
Teacher A: Lack of more concern with their study, weak background of the 
language, and reading skills. 
Teacher B: Language problems, and their own occupations. 
Teacher C: Apart from the language problems, I think they do not have enough 
time to do their readings. If they did, they would not have many problems. 
Drawing attention to these answers, it is noticeable that language is a persistent 
problem being referred to by the teachers, including the apparent low interest they see in 
the students. We say ´apparent low interest´ because this may not be the real situation. 
The behaviour of lacking interest or concern that students apparently show to teachers 
may be influenced by the reading difficulties and the poor results they get in the 
subjects. Therefore, encouraging these students to take the most from the readings is a 
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requirement that will positively contribute to the change of their attitudes towards the 
language and the contents they interact with, and in turn it will facilitate their learning. 
On the other hand, relating it to the next question (5), the sort of encouragement 
teachers provide for students can be very helpful in dealing with reading problems. In 
short, specific reading tasks involving reading strategies like those presented in 
subsections to sections 1.5.3 and 1.5.5 should be devised for these students. 
5. How do you deal with their reading problems? 
Teacher A: Well, I usually encourage them to read as much as possible for 
better understanding of their contents, and I advise them to use dictionaries, or the 
dictionary of language and applied linguistics, to help them check words and 
terminologies, because they complain a lot about difficult words. 
Teacher B: I tell them to use dictionaries and consult other books with similar 
contents that may help to explain any difficult issues they read. 
Teacher C: I usually give them freedom to use dictionaries to check the 
meanings of some words, use the internet for clarification or even discuss things with 
their mates. 
Being aware of many reading difficulties students have, as the teachers pointed 
out here, a rise in concern for meeting students’ needs and interests through conceiving 
appropriate reading materials and strategies to help them read fluently can be the best 
approach to consider.  
2.4.3. Outcomes and discussion of the evaluation of the current “Reading Skill” 
course 
The present section intends to make a quick report of the second year ELT 
course outline (Appendix A), and then mention the outcomes from the evaluation of the 
current reading skills course before the analysis and discussion of the findings. We start 
by saying that the course outline has two main parts: the first part begins presenting a 
short introduction on the relevance of the course for students, presents three objectives 
of the course, describes the methodology used in readings skills classes, and then refers 
to the course duration and the assessment. The second part is the outline of units to 
cover during the academic year. It consists of four units apart from the introductory unit 
which is about basic terminology in the subject. Unit 1 Vocabulary is intended to help 
students with lexical precision; unit 2 Comprehension aims to help students to 
comprehend reading aids, visual aids, strategies to read for the main idea or/and 
information; unit 3 Interpretation and evaluation is to help students interpret and 
evaluate whatever they read; the recently included unit 4 Basic study skills aims to help 
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students with basic tools to study effectively, and finally a short bibliography is 
included. 
Regarding the outcomes from the evaluation of the reading skills course book, 
we are going to present the results through a description of the book based on the 
questions we raised for each of the selected 10 criteria (see section 2.3.3).  
Looking at whether the course book aims are relevant to the students’ needs, we could 
not find any specific section presenting the aims but they were deduced from the 
introduction of each unit, and we think they are relevant though in general sense of 
reading skills. Concerning the students’ level and interest the course book caters for 
their interests but it does not meet the students’ specific needs. The course level looks 
appropriate since the organization of the course book contents is gradual i.e. it moves 
from simple matters to complex ones. But referring to whether the book is enough to 
help students develop their reading skills, we do not think it is sufficient. Actually, it 
includes tasks on reading but the texts used are not appropriate for ELT students, and 
the strategies the book suggests are not sufficient. As a consequence, the exposure to 
their academic reading becomes limited. With regard to the text genres, the texts of this 
book are informational though not catering for the students’ specific needs. The texts 
are grounded in sociology rather than in Linguistics or ELT methodology, and so they 
do not make it possible to explore different text genres and different discourse types. 
Additionally, we think the language of the course book is at an appropriate level as it 
does not seem to challenge the students’ capacities. And the organisation of tasks seems 
to flow in a logical sequence but with gaps in the reading strategies. That is, the course 
book does not present many reading strategies as we suggest in this study, and this may 
limit the students’ acquisition of a range of reading strategies for academic purposes. 
Finally, concerning authenticity, we think that those texts are authentic although based 
on different areas instead of linguistics or ELT methodology. 
The discussion of the results from the evaluation of the current “Reading Skills” 
course is introduced by mentioning that the course is annual, 5 hours of classes per 
week which make 150 hours in 30 weeks. The time allocated for course duration is 
suitable to cover the units in the course outline but its distribution is not very clear (see 
the table in the course outline, Appendix A). An example of this is in the assessment 
section, where we can see that students are expected to have 4 tests of 100 minutes 
duration each, and the final examination of 120 minutes duration but time allocation for 
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assessment and feedback is not clearly stated. On the other hand, the four tests represent 
40% in the final result and the final examination covers 60%. However, this course 
outline shows a gap since other aspects like students’ assiduity and class participation 
are not given any percentage. In addition, the last unit BASIC STUDY SKILLS of the 
course outline has been included recently due to the need of helping students to deal 
with their academic tasks, and to get the most out of their tests and examinations. 
The close relationship between the aims and the need of developing students 
reading skills makes the course sound apparently good but as our students´ needs and 
interests are most specifically driven to reading in Linguistics and ELT within academic 
reading, so the informational texts used in the book with a relevant language level as 
mentioned in relation to criteria 6 and 7, should not be grounded in sociology only, 
although it is part of Humanities as is Linguistics, but those texts should be more related 
to ELT and Linguistics which are our students’ areas of study. This would expose 
students to more specific academic reading texts on which the structure of tasks and the 
reading strategies used should be based in order to devise reading tasks. 
Regarding the course level we think it is appropriate, since the organization of 
the course book contents is gradual, that is to say, the contents move from simple 
matters to complex ones, and the length of the course can be sufficient but more reading 
strategies should be included to enlarge the students’ repertoire of reading strategies 
from which they will be able to choose those that facilitate their reading tasks more (see 
sections 1.5.3 and 1.5.5 of the literature review). On the other hand, concerning the 
issue of authenticity, we think that the texts in the course book are authentic since they 
are about facts extracted from a different specific area instead of Linguistics or ELT 
methodology. This is where our concern as reading skills teachers in ELT contexts has 
to come in (see section 1.6.1 of the literature review). 
Finally, referring to the age of the book under evaluation, it is now 20 years old 
and it is essential to mention that research has provided more insights into academic 
reading since 1994, not to mention the contents of the texts. 
The current section on findings of the evaluation of the current “Reading Skills” 
course brings an end to Chapter 2, which consisted of the description of participants of 
the research, overview of the study and methods for data collection, the presentation of 
the outcomes, and the analysis and discussion of the findings. In our view this 
background research has provided great support to help prepare Chapter 3 which will 
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look at the proposal for new materials in Reading Skills that should be implemented 
with the Angolan ELT students at ISCED-Benguela to improve their academic reading. 
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3. DESIGN OF NEW READING MATERIALS 
The design of reading materials we are planning to include in this work involves 
two stages: the first stage entails the description of the selected reading materials, and 
the second stage covers the layout of the proposed lessons including reading strategies 
and tasks to implement such materials. 
3.1. Description of the new reading materials 
The materials we are planning to work on are based on three extracts of texts 
from different textbooks that are part of bibliographies used in the second year of ELT 
course at ISCED-Benguela. 
The first extract is unit 5 “Dissolution: language loss” from Psycholinguistics 
(Oxford Introductions to Language Study) by Scovel (1998) (Appendix J), the second 
extract is an article “Teaching Reading Vocabulary: From Theory to Practice” from 
Creative Classroom Activities by Kral (1995) (Appendix L), and the third extract is unit 
17 “Content-Based Instruction” from Approaches and Methods in Language Teaching 
by Richards & Rodgers (2001) (Appendix N). 
Bearing in mind that selecting appropriate texts for teaching reading in specific 
contexts is a very challenging and delicate issue to deal with, it can be advantageous if 
the texts selected answer the teaching and learning needs and interests of the students 
and disadvantageous if the contrary occurs. In selecting these texts we used the criteria 
of suitability, exploitability, and readability, as claimed by Berardo (2006:62). He 
defines suitability as the criteria used to describe the relevance of teaching and learning 
materials taking into account the instructional contexts. Exploitability is used to 
determine whether the materials provide the possibilities of applying strategies to 
develop skills. And readability stands for the criteria to scrutinise whether the materials 
reflect an acceptable language level to students in a particular context. 
Having considered the criteria above, we concluded that the three text extracts 
we selected can be used since they are part of the students’ course reading materials. 
They can be exploited to create reading tasks and activities, and the language they 
present is neither low nor beyond the students’ linguistic capabilities, though technical 
terms may be found, but as contextual clues to word meanings are generally available 
they should be understood, as part of the reading strategies to be developed. 
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However, it is still the teacher’s responsibility to make sure that students are on 
track and the reading activities take place in an interactive and supportive classroom 
environment. 
The next section proposes the implementation of the materials selected, taking 
into account the reading purpose and the appropriate strategies to promote students’ 
academic reading skills in ELT.  
3.2. Proposed implementation of new reading materials 
The implementation of reading materials in classrooms entails a methodological 
guidance to explain how teachers should go about assigning tasks in classrooms. Given 
that this is a great concern for teachers of reading, the current implementation of these 
materials will involve a 90-minute (2 x 45 minutes) theoretical lesson and a 135-minute 
(3 x 45) practical lesson for each extract used. During the theoretical lesson a set of 
examples will be given before each of the proposed lessons to provide the students with 
sufficient input on the reading strategies and techniques planned to be developed in the 
lesson, and to familiarise them with different reading tasks and activities that imply the 
use of those strategies and techniques they have learnt beforehand. During the proposed 
practical lessons (Appendices I, K, and M), the classroom interaction is given great 
relevance as it can help the teacher to assess how much of the lesson content is being 
understood. This being so, the proposed lessons will be devised obeying the three stages 
of a reading lesson as we referred to in section 1.6.2 of this paper. 
The first stage will be concerned with tasks to make students think and activate 
their background knowledge on the topic of the reading material, to create interest in it, 
and to set a purpose for reading. The second stage involves reading and interaction. The 
students will be required to take information from the text and share it in the classroom, 
either in pairs, groups, or whole class. It requires students to read intensively through 
applying suitable reading strategies for better comprehension of what they read to 
support their discussions. The third stage will deal with activities to help students recall 
what they have read and consolidate it by applying appropriate strategies such as 
summarising, drawing conclusions, and making generalisations. In addition to these 
stages, setting a homework task that keeps students practising the strategies on their 
own out of the classroom can have a positive impact on reading development as it 
intends to consolidate the reading strategies learnt. Finally, we need to highlight that in 
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each proposed lesson plan the following key: Sp, W, and W–Sp, will be used to signal 
whether the activities are spoken, written, or written and spoken. 
 The first proposed lesson (Appendix I) aims at developing the following reading 
skills: preview techniques, defining words from context clues, identifying paragraph 
patterns, and identifying main ideas and supporting details. So, in order to make these 
objectives attainable the teacher will invite students to think and individually present 
ideas on the topic of the material ´Dissolution: language loss´ based on their background 
knowledge and experience. Next, each student will answer the questions in task 2 to be 
familiar with the structural format of the reading material which will need discussion in 
pairs and then the whole class. This involves skimming to find its different parts. Both 
the brainstorming and the preview tasks will help to create interest and set a purpose for 
reading the material. 
At the second stage the students will individually need to locate the words in 
bold type and give their meanings from hints supplied in the sentence or co-text which 
will need discussion in pairs first, then the whole class. By locating those words, 
students will use and develop scanning and also deducing meaning from context skills. 
On the other hand, the next task will require each student to locate and read intensively 
the paragraphs mentioned and identify their patterns which imply the writer´s intention. 
Finally they will look for the main ideas in those paragraphs, discuss them in pairs and 
then the whole class. This implies summarising parts of the paragraph and using critical 
thinking. 
The third stage will require students to individually read almost the whole 
material, summarise and even generalise parts of its information, and take notes using 
their own words while reading. In the end, they will hold pair and whole-class 
discussions on their summaries and generalisations from the reading material. This 
helps students to deepen understanding and make ideas sink in their minds.  
The last part of the lesson will be the homework. It will lead every student to 
continue with the lesson out of classroom. The concept map drawing develops skills in 
relating ideas, and it will require students to read the material again and apply most of 
the reading strategies covered in the classroom. As a result, there will be more reading 
practice on the topic, higher chances for automatisation of reading strategies, and 
retention of information in the material. 
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The second proposed lesson (Appendix K) aims at developing the five-step 
reading strategy (SQ3R), evaluation of ideas as facts, opinions or both, and 
summarising techniques. Moreover, as in the introduction of the previous lesson, this 
one will also need students to give their ideas on the topic by answering and discussing 
the two first questions. This will be done first in pairs and then the whole class to 
develop their curiosity about the topic and set a purpose for reading about it. 
At the second stage, students will individually interact with the material through 
the five-step strategy which requires them to: 
 First, be familiar with the content layout of the topic. This encompasses 
skimming to find different parts of the material. 
 Second, raise logical questions related to the topic, whose answers are expected 
to be found in the material as they read it. Here, the questions and the content 
layout can be discussed in pairs or whole class before the next step. 
 Third, students will read the material carefully to answer the five questions 
raised in the second step, and they may also pay attention to important 
information they come across. This involves scanning, underlining or 
highlighting, and note taking skills. 
 Fourth, students will need to write their answers individually in order to present 
them orally for discussion in pairs and then the whole class. 
 In the last step students will need to review their answers, refer back to the notes 
and material to verify what they were unable to grasp while reading. 
After reaching the final step of SQ3R the students will need to discuss the steps 
they have gone through in pairs and then the whole class.  
The third stage of the lesson will involve students in judging if the underlined 
statements on pages 110–112 are facts, author’s opinions, or both. After judging what 
those statements are, they will discuss them in pairs and the whole class. Then in the 
next activity, every student will write a summary of the material covered. It involves 
finding main ideas, condensing information, and taking note. Next, peers read each 
other’s summary and comment for discussion in pair and whole-class in the end. 
Finally, the concept map for homework will serve for the consolidation of the 
reading strategies out of the classroom. This is individual but with class discussion in 
the following lesson. 
 
  
60 
 
 The third proposed lesson (Appendix M) will help students develop skills in 
previewing, making and supporting inferences, drawing conclusions and predicting 
outcomes, and making generalisations. 
Similar to the two previous lessons, this one also uses brainstorming for 
promoting reading interest and purpose. The following tasks consist of skimming for 
different parts of the material and scanning for bibliographies to use in the written 
assignment. 
The tasks in the second stage will lead each student to think about in which part 
of the material they can find the history of the CBI approach. They will also associate 
the learning theory in CBI with their learning experiences to reach a conclusion on 
whether there is or not a link between them, and which one seems to be more efficient. 
The third stage will require every student to read almost the whole material to 
find the advantages and disadvantages of CBI in foreign language learning. Again, this 
leads students to lean on information about their context and experience to 
counterbalance positive or negative points of CBI, which implies making inferences and 
drawing conclusions. The last task of this stage demands extending the view of CBI to 
English for Specific Purposes in different areas of education. At this point students may, 
for example, generalise that most of the teaching of English should be specific. After 
these activities, a discussion in pairs and the whole class will be crucial to compare 
different standpoints of the students. 
The final part of the lesson is the individual homework with class discussion in 
the next lesson. It is intended to help students recognise how different parts of the 
reading material are related, and learn how information can be visually represented for 
easy recall. On the other hand, it will intensify practice in different reading strategies. 
Having come to the end of Chapter 3, it is essential to say that at the end of each 
proposed lesson the teacher will help students to reflect on and discuss what they have 
done and the strategies they have used. This helps the development aspect as they are 
not just using the strategies but are also developing them. In addition, the lessons we 
presented in this chapter are in essence models for reading lessons. It means that tasks 
and activities to develop the reading strategies mentioned and the classroom interaction 
may take different forms depending on the teacher’s purpose and learners’ needs; and 
for that very reason, we found it less significant to include an answer key for the 
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classroom tasks suggested since some of the answers will be experience and context-
based. However, our aim is to produce twenty-five learning materials which can be 
integrated into the reading skills course over the year. Before this, we intend to pilot the 
proposed materials in the coming semester at ISCED before producing the rest of them 
in order to have an idea of how long each of these lessons will really take, and how 
effective they can be. Following the pilot, adaptations can be made if necessary. 
The mention of aiming to produce more learning materials and pilot the 
currently proposed ones marks the end of Chapter 3 and next we will look at some 
conclusions drawn from the research conducted and also a few recommendations for 
reading skills teachers and those who intervene in the process of reading skills 
development. 
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CONCLUSIONS AND RECOMMENDATIONS 
The present research project addressed its concern to the examination of reading 
difficulties Angolan second year ELT students have at ISCED in Benguela. This 
examination generated two crucial questions on why most of those students could not 
understand and interpret their course reading materials well enough to avoid poor 
results, and what could be done to help them overcome those difficulties. 
Attempting to answer the questions raised, we realised that the answers pointed 
to the need to provide effective support for those students in order to overcome their 
difficulties. As a result, we intended to provide some strategies and techniques to 
improve their academic reading skills, which required theoretical foundations for their 
applicability in the context of the research. Thus, the paper was structured in three 
chapters: 
The first chapter was the literature review on the research topic (academic 
reading), which is a demanding but essential area of reading. It involves not only 
interaction with academic texts but also understanding its nature, the theories that 
govern the reading process, and its teaching principles. The second chapter covered the 
methodology used in the research, which included the participants, overview of the 
study, methods used for data collection, the outcomes, and the analysis and discussion 
of the findings. And the third chapter dealt with the design of new reading materials, 
entailing their description and the proposal for implementation. 
From the analysis and discussion of findings, we concluded that the students’ 
reading difficulties are grounded in the inappropriate use of reading strategies, 
inappropriate materials used to teach them reading skills, language difficulties, and the 
absence of practice in developing reading skills and techniques through a considerable 
number of reading tasks. Therefore, we recommend the following: 
1. Teachers of reading should help their students by selecting 
authentic and appropriate reading materials, i.e. those linked to the students’ 
area of study, taking into account the criteria of suitability, exploitability and 
readability. 
2. Teachers of reading should propose to the Head of the 
Department of Modern Letters at ISCED-Benguela the introduction of a more 
effective reading programme and new academic reading materials for the second 
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year ELT students, as well as the holding of regular meetings between teachers 
for discussion of the methodology used for teaching reading skills.  
3. A workshop for the professional development of teachers of 
reading skills should be held as well as another aimed at the other teachers who 
use texts in English and teach in English. Such workshops would provide useful 
training for teachers and the opportunity to discuss related pedagogic issues. 
4. Teachers of reading skills should use both the classroom and 
student self-assessments and provide effective feedback to enhance learning, and 
also conduct secondary research on reading methodology and introduce action 
research into their classrooms on a regular basis.  
5. The teaching of reading skills should be made more interactive 
through a student-centered approach and increase the number of students’ 
reading tasks to encourage them to apply the different strategies and skills learnt.   
6. Teachers of reading should encourage their students to develop a 
reading culture by reinforcing their insight into the role of reading in their lives 
as students and its benefits in modern societies. 
Until now we have only considered the reading difficulties Angolan second year 
ELT students have with their course subjects at ISCED-Benguela without addressing 
the related topic of building a strong vocabulary for academic reading, an issue that 
should be tackled in further research. Thus, we hope that the present study will greatly 
contribute to the following work, especially in the area of academic reading. 
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Appendix B: Classroom approaches to teaching skimming 
Appendix C: Classroom approaches to teaching scanning 
 
 
 
 
Approaches 
1. Ask students to find the misplaced sentence in a paragraph. This develops 
awareness of topic sentences and paragraph coherence. 
2. Further practice can entail the reconstruction of paragraphs from component 
sentences. 
3. Provide several newspaper or magazine articles on the same subject, and ask 
students which ones deal with in a particular aspect of the topic. 
4. Have students match a short text with a headline or picture. 
5. Ask students to give titles to short texts. 
6. Have students fit topic sentences with particular paragraphs. 
7. Provide texts with an increasing number of words removed to give confidence in 
selective reading. 
Source: Creative Classroom Activities by Thomas Karl (1995:107) 
 
 
 
Approaches 
Scanning exercises are familiar to all teachers and are easy to produce. As the essence 
of scanning is fast retrieval of specific information, exercises can be timed and 
competitively managed. 
1. The student races to locate a single item such as a word, date, or name in a text 
(e.g., indexes, dictionaries, or pages from telephone directories). Columnar 
material is easier to start with, as readers can be taught to sweep down the 
middle of columns in one eye movement. 
2. The student races to locate specific phrases of facts in a text. 
3. The student uses key words in questions to search for indirect answers. 
4. The student matches adjoining sentences, using supplied markers expressing 
relationships and logical patterns. 
5. The student fills in missing link words from a text or reconstructs paragraphs 
from sentences to help rhetorical pattern recognition.  
Source: Creative Classroom Activities by Thomas Karl (1995:108) 
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Appendix E: Techniques for making generalisations 
 
Appendix D: Techniques to draw conclusions and predict outcomes 
 
 
 
 
How to Form Conclusions and Predict Outcomes 
1. Be sure you know the main idea of the selection. 
2. Be sure you understand all the facts and details that the writer gives to support 
the idea. 
3. Check on difficult vocabulary. […]  
4. Look out for logic of action. […] 
5. Look at the way people are described. Can you tell from their personalities – 
from the way they think and feel – just how they might act? 
6. Ask yourself after you read: What will happen as a result of these actions or 
events? 
7. Be careful to build your conclusion on evidence you find in what you read and 
not exclusively on your own opinions, likes, and likes. Of course you need to 
rely on your own experience to help you figure out how things may happen. But 
most of your conclusions must be based on what you read in the selection. 
Source: Reading Skills Handbook by Wiener & Bazerman (1994:250) 
 
 
 
How to generalize 
 Make sure that you understand the main and key details from the 
reading. 
 Make sure that you can draw conclusions or predict outcomes 
based on information you have read. 
 Think about how you might apply the writer´s ideas in different 
situations. 
 Don´t go too far beyond the information the writer gives when 
you try to generalize. Otherwise you face the problem of making 
statements that are too broad in scope. 
 As you state a generalisation, be particularly careful of words 
that do not allow exceptions. Words like always, never, must, 
certainly, absolutely, and definitely can rule out possibilities for 
any challenge to the general statement.  
 
Source: Reading Skills Handbook by Wiener & Bazerman (1994:261) 
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Appendix F: Students questionnaire 
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Appendix G: Unstructured teacher interview guide questions 
 
 
 
 
1. Do the second year ELT students have reading problems? 
2. How are they doing in your subject?  
3. How do you usually conduct your lessons? 
4. How do you deal with their reading problems? 
5. What do you think is at the basis of their reading problems? 
Benguela, June 2014 
 
(Author’s data) 
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Appendix H: Figure 19 - Students’ frequency in using strategies while reading 
academic materials 
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Appendix I: Lesson Plan 1 
 
 
Learning materials: extract 1 (Appendix J) 
Topic: Dissolution: language loss  
Duration: 2 x 45-minute lessons  
The lesson in this extract is expected to develop the following reading abilities: 
1. Preview techniques 
2. Defining words from context clues 
3. Identifying paragraph patterns 
4. Identifying main ideas and supporting details 
STAGE 1 
Brainstorming (Sp) 
The teacher starts by leading students to create ideas on the topic of the reading material 
to feed their reading interest. 
Previewing (W-Sp) 
The students are expected to preview this material by answering the following 
questions: 
1. What are the main sections of your reading chapter? 
2. Can you find any subsections under each section? If yes, what are they? 
3. Your reading chapter does not have: 
a) An introduction. True or false? 
b) A conclusion. True or false? 
STAGE 2 
Dealing with unfamiliar words (W-Sp) 
Look at words in bold type under subsections “The evidence from aphasia” and “The 
surgical evidence” and define them from their context clues.  
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Paragraph patterns and main ideas (W-Sp) 
1. Identify the most predominant pattern of: 
a) Paragraphs 5 and 7 under subsection “The evidence from aphasia” on page  
70. 
b) Paragraph 4 under subsection “Language loss through aging” on page 84. 
2. What intentions does the writer convey with those patterns? 
3. Identify the main ideas in: 
a) Paragraph 2 subsection “The evidence from aphasia” 
b) Paragraph under “Language loss arising from inherited disorders” page 84. 
STAGE 3 
Paraphrasing (W-Sp) 
Explain in your own words language dissolution in the perspectives of: 
1. Neurolinguistics 
2. Speech and language disorders. Give some practical examples from your own 
context and experiences. 
HOMEWORK (W-Sp)  
Draw a concept map on the topic of your reading material and put related ideas in a 
logical explanatory sequence. 
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Appendix J: Extract 1“Dissolution: language loss” 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
Source: Psycholinguistics (Oxford Introductions to Language Study) by Scovel (1998:70) 
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Appendix K: Lesson Plan 2 
 
 
Learning materials: extract 2 (Appendix L) 
Topic: Teaching Reading Vocabulary: From Theory to Practice 
Duration: 2 x 45-minute lessons  
This lesson is intended to develop the following reading abilities: 
1. Using the SQ3R strategy 
2. Evaluating ideas  
3. Summarising techniques 
STAGE 1 
Brainstorming (W-Sp) 
1. Think of possible strategies to teach reading vocabulary. Account for them. 
2. What is the impact of vocabulary on the reading process? 
STAGE 2 
SQ3R strategy (W-Sp)  
1. Survey the article ´´Teaching Reading Vocabulary: From Theory to Practice´´ 
2. Questions: write 5 logical questions relating to the title of the article. 
3. Read the material carefully with your 5 questions in mind. 
4. Recite the answers to your questions or write them down. You may also 
include important notes. 
5. Review you answers and your notes, hold an on-going self-conversation 
around the topic. 
STAGE 3 
Evaluation of ideas (W-Sp) 
Evaluate the nature of the eight underlined statements on pages 110–112 in terms of 
fact, opinion, and/or both. Account for your decision. 
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Summarising (W-Sp) 
Read the article again and write its summary in about 200 words. 
HOMEWORK (W-Sp) 
Draw a concept map on the topic of you reading material and put related ideas in a 
logical explanatory sequence. 
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Appendix L: Extract 2 “Teaching Reading Vocabulary: From Theory to 
Practice” 
 
 
 
 
 
 
 
 
 
 
 
 
Source: English Teaching Forum: Creative Classroom activities by Kral (1995:110) 
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Appendix M: Lesson Plan 3 
 
 
Learning materials: extract 3 (Appendix N) 
Topic: Content-Based Instruction 
Duration: 2 x 45-minute lessons  
This lesson will develop the abilities in: 
1. Previewing 
2. Making and supporting inferences 
3. Drawing conclusions and predicting outcomes 
4. Making generalisations 
STAGE 1 
Brainstorming (Sp) 
Make students generate ideas around the topic. 
Previewing (W-Sp) 
Imagine your assignment question on Methodology I requires you to write on the 
approach of Teaching English through Content-Based Instruction. 
1. Build the table of contents from this reading material. 
2. Which books from the list below would you use in writing the  
assignment? Justify your choice. 
Bachman, L. 1991. Fundamental Considerations in Language Testing. Oxford: Oxford 
University Press. 
Briton, D. M., and P. Master (eds.). 1997. New Ways in Content-Based Instruction. Alexandria, 
Va.: TESOL Inc. 
Gardner, H. 1985. Frames of Mind: The Theory of Multiple Intelligences. New York: Basic 
Books. 
Snow, M., M. Met, and F. Genesee. 1989. A conceptual framework for the integration of 
language and content in second/foreign language instruction. TESOL Quarterly 23: 201-217. 
Stryker, S., and B. Leaver. 1993. Content-Based Instruction in Foreign Language Education. 
Washington, D.C.: George University Press.  
Sweet, H.1899. The Practical Study of Languages. Reprinted London: Oxford University Press.  
Terrel, T. D. 1977. A natural approach to the acquisition and learning of a language. Modern 
Language Journal 61(7): 325- 336. 
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Vygotsky, L. 1962. Thought and Language. Cambridge: MIT Press. 
White, R. 1988. The ELT Curriculum. Oxford: Blackwell. 
STAGE 2 
Making and supporting inferences (W-Sp) 
1. In 100 to 140 words, write a report of the history of CBI. 
2. Read the section on “Theory of learning” on page 209, and examine if there is 
a connection to the way you learnt English. Account for your stand. 
3. Referring to CBI and the way you were taught English which one seems to be 
more efficient? Why? 
STAGE 3 
Drawing conclusions (W-Sp) 
Write a paragraph in 100 words referring to the advantages and disadvantages, if any, of 
a CBI approach in foreign language teaching.  
Generalising (W-Sp) 
Read the whole selection on Content-Based Instruction and relate it to ESP in the 
Angolan educational context. 
HOMEWORK (W-Sp) 
Turn your assignment table of contents into a concept map and put related ideas in a 
logical explanatory sequence. 
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Appendix N: Extract 3 “Content-Based Instruction” 
 
 
 
 
 
 
 
 
 
 
 
 
 
Source: Approaches and Methods in Language Teaching by Richards & Rodgers. (2001:204) 
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